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Abstract
This thesis contains an account of part of a major curriculum reappraisal 
programme which began in 1976 and is still continuing in 198^. The 
programme, which was initiated by HMI, involved five local education 
authorities in England, and drew together HMI, LEA advisers and administrators 
and staff in many schools. In the processes of reappraisal these people 
found themselves in unfamiliar roles and engaged in tasks on which they 
would not normally have been employed. These roles and tasks have been 
examined from the viewpoints of the various groups involved in the process.
The notion that the whole programme may be treated as an intervention, both 
on the part of HMI and also on the part of the LEA advisers, has been used 
to develop a systems model for the process. The factors likely to affect 
such a system have been analysed and examined, again from the viewpoints 
of the various groups involved and from these have been generated a series 
of conclusions and some recommendations which it is hoped might be of use 
for those who may themselves one day become involved in some way in the 
process of whole-school curriculum reappraisal.
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The Initiation of 'Curriculum rieview
- a Local Study of HMI and LEA Initiatives.
Introduction
In 1976 staff from forty-one secondary schools in five counties in England 
were asked to participate in a review of the curriculum in their schools. 
The requests came to the schools from the LEAs, whose advisers and some 
administrative staff then .joined with a team of HMI and with staff from 
participating schools to form the Curriculum Re-Appraisal Group (or CRAI 
for short) to undertake this task. An account of the developments which 
ensued and the outcomes of the next six years of curriculum investigations 
in these five LEAs has been given in two documents published by the DES 
(DES, lçBlaj DES, 1983). Both of these are relatively short documents 
and neither is therefore able to give a very detailed account of the 
processes of reappraisal as they occured in the five LEAs.
Three other sources of information are however available. All are concer­
ned with activities in one and the same LEA. Firstly, an evaluation of 
the methods used in the reappraisal programme and the work of the schools 
was the subject of a report produced by the LEA itself in June,I98I (LEA, 
1981). Secondly, an M.Ed. thesis on the subject was presented by a 
teacher participating in the process in one of the schools of the same 
LEA (Ha.thaway, 1982). Thirdly, there was a separate DES sponsored re­
search project which produced an evaluation of the process of reappraisal 
in that LEA (NWEMC, I9O0). Much of the information and evidence used in 
writing the account presented here was gathered whilst I was involved for 
two years in that DES project of the North West Educational Management 
Centre. The focus of the report produced by the team at NWEMC and that
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of this report are substantially the same, namely the monitoring of the 
process of curriculum reappraisal within the LEA, but the report produced 
by the team at NWEMC was in the first place an evaluation and was secondly, 
at the recommendation of the steering committee for the Research Project, 
deliberately made as concise a review of the major findings as possible. 
Inevitably the results presented were therefore highly selective. They 
centred on the impact of the project in the schools and, within those 
schools, on the teachers' responses to the project's approach to curri­
culum review, on perceptions of the role of HMl/LEA advisers in the 
project and on factors within the schools which were likely to affect 
the teachers' capacity to engage in curriculum review. In contrast, this 
thesis presents an assessment of the influence of other factors on the 
initiation and enactment of the process of reappraisal. It is not limited 
to the impact on the schools alone. In general those factors which have 
been shown to be significant in affecting the processes of curriculum 
deliberation and change in other settings have been chosen for investig­
ation in the belief that they would be likely to be the most influential 
in these circumstances also.
The work of the curriculum reappraisal group is in itself novel in that 
it required a change in role particularly in relation to the HMI involved. 
The HMI initiative which took the enquiry to the LEAs, and hence the 
schools, meant that HMI were to become involved with and to collaborate 
with those on whom they would normally have made critical evaluative 
judgements. It is this change in policy and the use of the intervention­
ist strategy which has been of particular interest. Since no reports of 
similar strategies being used in schools elsewhere appeared to be avail­
able, it became necessary to turn to the schools of behavioural sciences, 
notably those in America, for definitions and analysis of the factors
crucial to successful interventions, e.g. Argyris (1970). Although the 
work of authors such as Argyris is well known and frequently finds app­
lication in management area it is rarely used outside the industrial or 
commercial scene. The extension of this style of thinking to the field 
of education and the assessment of which factors appear to be crucial to 
the successful initiation of interventions in the field of education are 
other unique aspects of this study.
- >
Chapter I
The Research Context.
This chapter contains a historical description of the changing pattern of 
curriculum innovation find development in the last twenty years and traces 
those anticedents which were likely to have led to the setting up of the 
Curriculum Reappraisal Group and the inclusion of the schools in the 
programme of curriculum deliberation which followed. Also outlined are 
a series of government moves on the secondary curriculum which occurred 
at or about the same time and which had a bearing on the work of that 
Curriculum Reappraisal Group. In this context the research project at 
NWEMC, on which I worked for two years, is seen as an evaluation of an 
interim stage in the work of the Curriculum Reappraisal Group.
1.1 The setting up of the Curriculum Reappraisal Group
The work of the Curriculum Reappraisal Group began in 1976. Included in 
the Group were HMI, LEA advisers and administrative staff and teachers 
from forty-one schools from five LEAs in England. In the particular 
county in which this research was conducted seven comprehensive schools 
were originally involved in what became known as Phase 1 of the curric­
ulum review or reappraisal exercise. Another eight schools from the same 
LEA joined the exercise two years la.ter in Phase 2 and yet others in the 
years that followed, so that as the first batch of schools completed their 
phase of involvement others took over. It became a rolling programme 
spreading throughout the secondary schools in the LEA.
The patterns of the exercise in the four other LEAs were different. Each
chose its own particular strategy but maintained links with the others
/
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through a central co-ordinating committee and through personal 
contacts at annual conferences attended by delegates from all five LEAs.
In the early days of the reappraisal exercise the heads of the participat­
ing schools worked with local LEA advisers a.nd HMI in each LEA, designing 
check lists and questionnaires to be used as the instruments of enquiry.
The responses the schools produced to these were later returned to each 
LEA. In the LEA in which this research was conducted, some of the respon­
ses were discussed at meetings of the Heads of Departments of the schools 
with HMI and LEA advisers. Others were analysed by HMI together with 
members of the LEA. Many were eventually sent to the research team at 
NWSMC. It is the novel aspect of collaboration, or 'partnership', as it 
became known, of HMI with LEA advisers and with the teachers in the schools 
which has been one of the most remarkable features of the reappraisal 
programme. To understand why such a change in relationships could come 
about it is necessary first to trace the developments which led up to the 
establishment of the Curriculum Reappraisal Group.
1.2 History and Background.
It is widely acknowledged that curriculum innovation and development has 
changed considerably during the 1960s and 1970s in Britain. Details of 
these changes together with a discussion of their possible origins are 
included in a later chapter. To set the scene all that is required here 
is a summary of those observations.
Firstly, it became apparent by the middle 1970s that national curriculum 
development projects were not enjoying the success expected of them and 
attention was turning to school-based alternatives.
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Secondly, the changing economic climate together with increasingly heated 
political debate over standards led to demands that teachers should become 
more directly accountable for their decisions on the curriculum.
Thirdly, there appeared to be little national consensus on the rationale 
for secondary education, particularly in the comprehensive school.
Fourthly, the strategy for controlling education was changing. Instead 
of accepting the local autonomy of the teacher which had in many cases 
led to adaptive unco-ordinated 'drift' in curriculum innovation there was 
an increasing political emphasis on central, co-ordinated direction 
(McClure, 1983).
Fifthly, it was becoming increasingly obvious that curriculum innovations 
were both affecting and being affected by the context in which they were 
implemented. It was realised that it was not feasible to make radical 
decisions in one subject area without affecting the rest of a school’s curr­
iculum. The curriculum therefore had to be studied as a whole.
The events which followed these changes in thinking on curriculum innov­
ation and development were frequently outlined by the administrators of 
the Curriculum Reappraisal Group at their various meetings (LEA, CRAG 
Meeting of Heads of Department, 30th June to 15th July, I98O; notes taken 
by the author). Two distinct strands of events were carefully distinguish­
ed by HMI and LEA advisers at these meetings, following on the one hand 
initiatives by the Government and the Department of Education and Science, 
and on the other the moves of Her Majesty's Inspectorate and the Local 
Education Authorities. However far apart these strands of initiatives 
may have eventually become, their origins, however, seem to have been 
irretrievably intertwined.
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The fir:; I notable move in Llii:; :;; i1 1 wouLd appear to have boon m:ulo by H.K. 
Inspectorate, when, in April 1975. it established a Curriculum Publications 
Group of HMI with the express purpose of providing a statement on "what 
it vías reasonable to expect the Comprehensive school and its pupils to 
do" (HMI3, 1980a). As a member of that original Curriculum Publications 
Group explained later, HMI had seen themselves at the time as the most 
appropriate agents to initiate discussion of the curriculum because of 
their "direct experience of what goer: on in schools" (HMI^r, 1980). A 
need for such discussion was felt strongly because there was at that tine 
no L2A or national policy on the curriculum. The original Curriculum 
Publications Group consisted of twelve people. They met from Kay, 1975. 
to December, 1977, engaged on writing a number of papers which were 
eventually to form the nucleus of the HHI publication 'Curriculum 11-16: 
working papers by HMI Inspectorate' (Dlb , 1977s.). At the time of ’writing, 
it 'was said, there had been absolutely no intention that these paper::
' hould represent the collective professional judgement of HMI. They were 
the writings and opinions of individuals in the service. Nor, it was also 
said, had the papers originally been intended to do anything other than 
offer a comment. They were not written for schools or LMAs to use in any 
subsequent enquiry. They were merely intended to be a spur to thinking 
and,whereas it was hoped that they would be useful to schools when they 
viere thinking about what they were doing, there had been no intention 
that they should be used in any prescribed way (HKI3, 1980a). Barely 
a year later a request was sent to the DM3 by the then Prime Minister,
James Callaghan, for information on basic standards and teaching methods 
in primary schools, on curriculum choice and examinations in secondary 
schools, and on altitudes to work and career choice (McClure, 1983).
The Prime Minister was advised to take this step partly by his own 
policy unit and partly by the Cabinet office. At that stage James
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Hamilton was a member of that Cabinet office but he promptly moved to the 
DEB as permanent Under-Secretary of State, and it was he who had ultimate­
ly to take responsibility for the Department's response. It was also he 
who, speaking in June 1976 to delegates at the Annual Conference of the 
Association of Education Committees, signalled the Department's intention 
to become more directly involved in the formation of policy on the secon­
dary curriculum.
"I believe", he said, "that the so-called secret garden of the
curriculum cannot be allowed to remain so secret after all, and
that the key to the door must be found and turned".
(Devlin & Warnock, 1977).
After six weeks of feverish activity at the DEB, HMI produced the notorious 
Yellow Book, the contents of which were in part 'leaked' to the Guardian 
newspaper. Edited extracts also appeared in the TEB, (Number 3202, 
15-10.76.). It was on this document that James Callaghan based his 
Huskin College speech which launched the 'Great Debate' that followed.
The document contained a series of recommendations whose influence can be 
seen throughout the Curriculum Reappraisal under investigation and which 
pointed the way for greater DEB intervention in curriculum matters. The 
recommendations on which the ensuing strategy of the DEB was based in­
cluded amongst others:
1) A more active and outspoken Inspectorate.
2) An attempt to persuade Lh'As to secure a common core curriculum.
3) Policy documents on mathematics, science and modem languages.
4) More DL03 curriculum development.
There is a common thread in these early publications. The papers produced 
by the Curriculum Publications Group and those in the Yellow Book were 
after all both written by HMI, possibly even by the same individuals, but 
whereas the Curriculum Publications Group of HMI may have set out to
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provide a general statement on the curriculum, the Yellow Book was more 
specific (McClure, 1983). Both sets of papers were, however, as we shall 
see, concerned with similar issues. It is true that they differed in 
that one was initiated internally, i.e. from within HMI Inspectorate, and 
one externally by the politicians, but is this a valid means of distinct­
ion? Politicians moved to the DEi; HMI responded to political requests.
The actions of HMI, the DES and the politicians were affected by and 
affected each other. None occurred in a vacuum.
Nevertheless, in order to clarify events and to attempt to see them as 
those within the subsequent Curriculum Reappraisal Group apparently saw 
them, the two strands are recorded separately from here on. (See Table l.l). 
The actions of HMI, and the LEAs involved in the enquiry are documented 
first in this chapter and are then followed by a discussion of the govern­
mental moves and the political context of these actions.
1.3 HMI and l.EA Initiatives.
In September 1976 a number of academics, lecturers from colleges of educa­
tion, a.nd representatives of various LEAs came together for a DES Short 
Course in Oxford organised by HMI on the Secondary Curriculum. Among the 
topics for discussion at that conference were:
1 ) the extent to which there was a need to develop a common curric­
ulum for all secondary schools,
2) the possibility of reaching a consensus on those skills, values 
and attitudes which a common curriculum might safeguard,
3) the relationship of schooling to the adult and working world,
4) which elements of society should be involved in determining 
educational policy,
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5 ) a strategy for curriculum review.
There are two reasons why discussion of these topics is of particular 
interest. In the first place several of these topics were exactly those 
which had appeared in the Yellow Book and were drawn up later by the DES in 
their agenda for the so-called 'Great Debate' (DES, 1976). There must 
therefore have been a considerable amount of common ground underlying 
both DES and HMI thinking at that stage. Secondly, in the debate on the 
strategy for curriculum review, the value of using one or more checklists 
was discussed. From that discussion there emerged the ’areas of experience' 
checklist which was la/ter to be included in the HMI publication ’Curriculum 
11-16: Working Papers by HM Inspectorate, along with other papers from
the Curriculum Publications Group (DES ,1977a). In that publication HMI 
proposed that schools might use a checklist such as this to assess the 
balance of their curriculum by asking to what extent it provided access 
to each of eight 'areas of experience'. These areas were the aesthetic, 
the ethical, the linguistic, the mathematical, the physical, the scient­
ific, the social/political and the spiritual. Following extensive dis­
cussion at Oxford it was generally agreed that these were the most likely 
areas to "command wide assent" (HNI3» 19801»)•
Immediately after the Oxford Conference in September 1976, at which HNI 
papers on the curriculum were discussed, a high-level decision was made 
to set up a curriculum enquiry and to take it to the LEAS. A Staff 
Inspector was instructed by the Senior Chief Inspector to find a group of 
LEAs interested in the ideas (HMI3, 1980b). Inevitably it was those
LEAs who had been represented at Oxford which were the first to be appro­
ached. Altogether six LEAs expressed an interest at that stage. The 
decision to involve the LEA in which this investigation took place (from 
here on referred to as the area LEA]was made by the area CEO in the October
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of 1976 following the Oxford conference and a small number of advisers 
and administrative staff in the area LEA were invited to join locally 
based HMI in forming a domestic Steering Group (LEA1, 1980). This 
met for the first time on 10th December of that year, three months after 
the Oxford Conference. At the second meeting of this Steering Group a 
list of schools which might become involved was prepared. This was after­
wards submitted to the CEO. With one exception, invitations were ex­
tended to all the schools on that list and by February 1977 the Heads 
of those schools were attending their first Steering Group Meeting. By 
April they were completing the first of the proformae devised jointly by 
HMI and members of the area LEA. Thus began a remarkable and unique 
method of working. Never before had HMI and members of an LEA joined 
forces in this way. It was undoubtedly a change in role for both parties. 
This partnership, as it was called, of HMI, LEA, and schools was frequent­
ly referred to in the curriculum enquiry that followed. The nature of 
the change this entailed and the reactions of the 'partners' to it is dis­
cussed in a later section.
The pattern in the other four LEAs was similar. (Although six LEAs had 
originally expressed interest in the exercise, one eventually declined to 
take part. ) A short list of schools was completed in each LEA towards 
the end of January 1977 and in all kl comprehensive schools eventually 
agreed to take part. About half of the schools covered the full second­
ary age range of 11-18; there were middle schools, upper schools and 
several 11-16 schools. The number of pupils in them varied from under 500 
to over 2500. The schools were chosen from both urban and rural areas; a 
small number were denominational. In the particular locality in which 
this study was conducted, the area LEA tried to pick one school from each 
of its eight districts, but as the schools in one of the districts were
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in the throes of comprehensive re-organisation it was thought in­
appropriate to ask any of them to become involved. Seven schools there­
fore ended up taking part in the exercise, attempts to incorporate a 
second school from one of the other seven districts having failed.
Heads of the participating schools were then invited to join the domestic 
Steering Committees of each LEA. In the area LEA this committee, known 
henceforward as the Project Steering Committee, eventually comprised Heads 
of Schools, area. LEA advisers and administrators, HMI appointed to 
the enquiry in the area LEA, and a representative of the North West 
Educational Management Centre.
About the came time, during December 1976, a series of one day meetings 
took place between representatives of the six LEAs and HMI. Discussions 
during these meetings focussed on the contents of a document drawn up by 
the Curriculum Publications Group of HMI. This document was entitled 
"Partnership in Innovation and Development in the Secondary Curriculum to 
16 between LEAs and Members of H.M. Inspectorate." The circulation of 
this document appears to have been rather problematic. At the time HMI 
felt the thinking in the papers of the document was very advanced indeed 
(HI-511, 1980), so much so that when they were sent to the CEOs it was 
stipulated that the document was not to be seen by anyone not on the 
steering Committees or in a position of authority. It was not apparently 
intended to be circulated to schools or advisers, in case people would be 
tempted not "to do their own thinking".' The papers in the document how­
ever did actually appear to have been fairly widely available as a number 
of teachers in the area LEA reported reading them. The restrictions on 
their circulation seem therefore not to have been clearly spelled out, for 
within the area LEA it was later admitted that a number of copies had been
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made and circulated to schools only to be later withdrawn when the res­
trictions became known. The confusion which occured over the circulation 
of these papers is illuminating, for it casts doubt on the beliefs of those 
who said they viewed the whole exercise as a conspiracy by the DES to 
acquire control over the curriculum. Whilst the existence of the papers 
may be taken as an indication that a statement of what the DES wanted to 
see happening in schools was in the pipeline, the confusion over whether 
these were to be distributed or not pointed to a lack of any detailed 
planning on how to bring this about. The confusion is more typical of 
people having to think on their feet than of those engaged in a premedi­
tated plot!
These paper:', started with an introductory essay on the general aims of 
the secondary curriculum, including a comment on the idea of constructing 
a core curriculum consisting of a 'survival kit* of basic skills. This 
introduction was followed by the first of three working papers, which out­
lined a framework for curriculum planning based on education related to
(i) the needs of the individual,
(ii) the needs of society,
•and (iii) the world of work.
Whilst accepting that most curricula were planned as separate subjects 
or disciplines, it offered a means of assessing the contribution of these 
subjects to the education of the individual through the use of a checklist 
of 'areas of personal development', which parallelled very closely the 
'areas of experience' checklist developed at Oxford. Paper I also 
suggested that teachers further analyse their curriculum in terms of 
(i) the skills and knowledge their subject aimed to develop 
(ii) the essential content of their subject
(iii) the level of achievement they expected all pupils to attain 
by the age of 16
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(iv) attitudes developed through their subject
(v) what experiences and activities it was necessary for pupils 
to encounter in their subject
The second and third papers were devoted to discussions of the education 
of the individual in relation to society and to the world of work respect­
ively.
While these papers were being studied, a Draft programme was being pro­
duced locally in the area LEA and was published in February 1977 (LEA, 1977). 
An accompanying leaflet traced the initiative back to a dearth of curri­
culum organisational models for secondary schools and to inconsistencies 
between schools on curriculum content. The difficulties these factors 
caused for a mobile work force whose children had often to change schools 
were heavily emphasised.
Following the circulation of the Draft Programme, the Project steering 
Committee organised a number of visits by HMI and LEA advisers to the 
participating schools. Only members of the schools’ senior management 
teams were usually involved in the initial discussions, during which the 
framework for curriculum reappraisal was outlined. Later meetings includ­
ed the heads of department and eventually the entire staff of each school 
was invited to meet HMI and LEA representatives.
At this stage the Head of each participating school in all five LEAS was 
asked to complete and return three proformae on time-tabling and teacher 
organisation. The results were analysed by HMI and reported to represen­
tatives at a subsequent project conference at Blackpool in March 1979- 
The Heads of the schools were also asked to provide information on the 
amount and nature of curriculum differentiation in the schools, option
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systems, examination arrangements, provision for curriculum planning and 
evaluation, the nature of a.ny 'core' curriculum provision and the extent 
of any formal contact or liaison with parents and with local industry 
and commerce. (HMI provided the heads with an 'aide-memoire' for this 
purpose.)
At about this time attempts were made to devise a procedure for the school- 
based reappraisal. The starting point for the process was the same in all- 
five LEAs, i.e. the set of ideas contained in the papers of the HMI Curri- 
cu 'um Publications Group. Since there was no prescribed procedure, each 
of the LEAs set about the task in different ways. In the area LEA a 
working group vías set up to discuss the ways and means of proceeding. The 
members of this group were drawn from the ranks of the advisory service,
HMI and teachers from the participating schools. Together they designed, 
and to some extent tested, a number of questionnaires, or 'instruments of 
enquiry'. These instruments, or proformae, are outlined below (copies 
are included in the Appendix) grouped according to the issues to which 
they relate.
a) The underlying rationale of individual subjects, including an assess­
ment of their particular contribution to the education of an individ­
ua1 pupil:
i) Paper or proforma El: an analysis of the aims and objectives of 
a subject in terms of concepts, skills, attitudes and knowledge, 
ii) Proforma E2: an analysis of the contributions of a subject to the 
'eight areas of experience' defined in HMI working papers.
b) The schools'means for preparing pupils for their place in adult 
society:
Proforma SI and S2: analysis of the subject/departmental and
school contributions respectively to the development of pupils as
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as members of society.
c) The schools' means for preparing pupils for the world of work:
Proforma Wl, Vi2 and W3: analysis of the subject/departmental
and school contributions to the preparation of pupils for the world 
of work.
d) The schools' means of developing inter-personal relationships:
Proforma PI and P2: an analysis of the contribution of the school
curriculum to the personal development of pupils.
There was also a fifth group of proformae intended to be completed by
local employers seeking their views on the secondary curriculum.
Following their initial efforts to devise and complete various profomae 
the Heads of all the hi participating schools in the five LEAs gathered 
together with HMI and LKA advisers and administrative staff for a confer­
ence at Ghorley Adult Education College, Lancashire, in November 1977. 
The curriculum returns .and methods of analyses were then discussed with 
a group of employers in the area LEA, and the relationship of these to 
the expectations of employers was explored.
Reports from the Chorley Conference revealed a number of differences bet­
ween the LEAs. Not only were the means of reappraisal adopted within 
each LEA found to be very different, but it was also discovered that only 
in relatively few schools had any attempt actually been made to engage 
in any formal curriculum reappraisal. The lack of consistency meant that 
there was little common ground for discussion, and complaints about the 
lack of central direction and support grew (interview T17).
Meanwhile an infrastructure was developing. At the end of 1977 HM Inspect­
orate was reorganised into two branches, namely the First Call Centre and
the Territorial Branches. The HMI initiative in the curriculum enquiry 
became the responsibility of a new group, under the newly constituted 
first Call Centre branch. few of the members of this group, the Curricu­
lum Working Group, were among those who had written the original curricu­
lum papers. HMI forming this new Group came from various disciplines 
and, according to the Staff Inspector who headed this Mil initiative, at 
their first meeting it was a very confused group of people who gathered 
together wondering why they had been chosen for this particular task. He 
had apparently found it a hard job to convince them of some of the argu­
ments. They had to use material they had not generated and did not always 
agree with. There had been absolutely no intention that the papers pre­
pared by the Curriculum Publications Group should represent the collective 
professional, judgement of HMI; they were understood merely to represent 
the opinions of individuals in the service..
The collection of papers was nevertheless eventually published in December 
1977. The publication immediately came to be known as the 'led Book' from 
the colour of its cover/DES, 1977a). Incidentally, because the Red Book 
did not come out until the December of 1977» teachers in many schools 
therefore did not receive copies of it until well after the start of their 
formal reappraisal programme in February of that year. Initial arguments 
in the first section of this publication focussed on the variety of curri­
culum provision offered by secondary schools in England, a state of 
affairs which could, it stated,
"be associated with an inadequate sense of direction 
and of priorities, with too little co-ordination both 
within and between schools, and with reluctance to 
evaluate the curriculum as a whole." (p3)
Some contributory factors are listed in the papers, including the
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hierarchical organisation or innny secondary schools, piecemeal curriculum 
planning, the isolation of schools, the failure of many curriculum pro­
jects to live up to expectations, a.nd the autonomy of the schools and of 
the classroom teacher. IINI were, they said, concerned to observe the 
diversity of practice, the lack of balance in the curriculum and the dif­
ferences in the quality and range of the educational experiences offered. 
Their argument centred on the need to reconcile democratically determined 
political policies with the traditional independence of the Heads and the 
teachers.
The needs of secondary education were also discussed in some detail and a 
number of recommendations, given, amongst them that a common framework be 
developed to assist coherence, that agreement should he reached nationally 
on the aims and objectives of teaching within the subject disciplines or 
areas of learning activity and that a curriculum he devised which offered 
for all pupils a planned and progressive experience in the 'eight areas 
of experience'. In order to achieve these objectives faculties and depart­
ments were recommended to examine firstly what knowledge, skills, forms 
of understanding and modes of learning they could offer and secondly how 
their various and complementary roles combined. The notion of balance was 
also introduced, the balance of emphasis between activities within a given 
framework. The need to prepare pupils to live in a technological society 
was also acknowledged as. was Uic need to develop improved instruments of 
assessment.
The next two sections wore intended to clarify, firstly, those major expec­
tations of society which may be said to have a claim upon the school curri­
culum and, secondly, the potential contribution of schools to the prepaiv 
ation of pupils for the world of work.
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The supplementary papers which then followed consisted of a series 
of subject statements by HMI committees, an analysis of the national 
educational pattern, a paper on timetabling and one on staffing
structures.
Early in 1978 shortly after the Chorley Conference a Central Co­
ordinating Committee of representatives from each ISA, from the 
Heads of the schools, from HMI and from the N. W. Educational Management 
Centre was established. Time was allocated to HMI who served on the 
Curriculum Working Group and for those involved in the Central Co­
ordinating Committee which met three times a term to co-ordinate the 
exercise. Three HMI were appointed to the enquiry in each LEA involved 
and fifteen days were programmed per term for each HMI on the exercise.
Within the area LEA the activities continued during 1978. Proformas 
were completed by the teachers, collected together and sent off to 
County Hall. Area T.KA subject advisers recorded their versions of 
the underlying rationale of their subjects and Heads of subject 
departments continued to attend a series of meetings to discuss 
their progress and compare returns. At these meetings departmental 
statements of the aims and objectives of a number of subjects were 
gathered and subsequently published by the LEA in 1978. This 
publication was always known as the 'White Book' since it was brought 
out in a white cover (LEA. 1978).
Progress, in all five LEAs was reported and reviewed at a second project
conference held in Blackpool in 1979- A number of speakers included refer­
ences to the benefits reaped by those engaged in the reappraisal exercise. 
An increase in the level of discussion in and between departments was 
reported; traditional subject boundaries had been breached; industrial 
liaison schemes had been developed, to name but a few. At one of the plen­
ary sessions alternative curriculum models were discussed in relation to 
staffing and size of school. This theme was picked up later and developed 
within the area LEA where various curriculum models based on the 'eight 
areas of experience' checklist were designed and 'costed' in terms 
of staffing for various sizes of schools. These models demonstrated the 
limitations imposed on the curriculum as the number of pupils and hence 
the numbers of staff fell. After consultation with union representatives 
in the area. LEA, the local Education Committee eventually accepted the 
principle that future staffing be related to these models, rather than to 
the simple pupil/teacher ratio.
Towards the end of the first phase of the formal programme of reappraisal 
an assessment of the impact of the project was undertaken by HMI and LEAS. 
Described in the project as a monitoring exercise ( DES , 1983)» this in­
volved the schools in each LEA in three further tasks. Firstly, the 
schools were asked to complete an activity grid to indicate the level and 
nature of staff participation in the programme. Secondly, they were 
asked to submit case studies, exemplifying those aspects of their curri­
culum policy and/or practice which had changed as a result of their parti­
cipation in the programme. Thirdly, schools were asked to arrange for 
members of their staffs to meet HMI and LEA advisers, who visited all the 
schools in turn, interviewed the teachers and gathered their opinions on 
the impact of the reappraisal programme.
During November and December 1979 each of the schools in the area LEA 
convened a one-day Staff Conference. With the help of HMI and the area 
LEA advisors, discussions and debater, were organised on a number of curri­
culum issues ra.ised by or related to the reappraisal exercise. In a 
sense these signalled the completion of the formal programme for this set 
of schools. Phase 1 was at an end.
In all, the formal period of involvement of the seven original schools
lasted nearly three years.
A statement on the progress made in all five LEAs during this period is 
is contained in the publication 'Curriculum 11-16s A review of progress' 
(known colloquially as 'Son of lied Book', or '¿led Book 2') (DES, 1981a).
Later in 1979 the decision was made to carry the national project on to 
a second stage using the sa.me set of schools. The area LEA had however 
previously decided to extend its own approach to curriculum reappraisal 
to a second set of schools. In September 1979 letters of invitation had 
been sent out to nine schools in all by the LEA asking them to participate 
in a second phase of curriculum reappraisal.
The area LEA programme was therefore already in its second phase as the 
national project entered its second stage. The general strategy developed 
in the area LEA for Phase 1 was maintained in phase 2, although there 
were come modifications.
The programme in these schools was to be substantially the same as in 
lho.se 1 . The proformac used were however, to come, extent, revised al­
though remaining very similar in concept. A set of additional papers
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war written and Riven to these schools to help them in the process of
completing and analysing their returns.
The means of monitoring or evaluating the exercise had throughout been 
the subject of some discussion. Agreement between the LEAs was not easy 
to reach. In the area LEA in particular, much written material had been 
generated and there was considerable interest in this both in the DES and 
in the LEA itself. Because of this and because of the concern expressed 
in the other LEAs, it was eventually decided to go ahead with an indepen­
dent external research/evaluation programme in this one (area) LEA alone. 
The Director of the North West Educational Management Centre was asked 
to undertake responsibility for the programme by the DES which supplied 
the funding for it.
A research team, of which I was a member, was appointed in 1979. By then 
Phase 1 of the programme was nearing completion in the area LEA and Phase 
2 was just beginning.
l.h DES and Governmental Initiatives
All the HMI and LEA activity discussed above had taken place alongside a 
series of government moves. The first indication that the government 
intended to intervene in 'the secret garden of the curriculum' had,as we 
have seen, been given by James Hamilton in June 1976.
Later the same year the speech by the then Prime Minister ( Rt. Hon. James 
Callaghan) at duskin College Oxford in October confirmed these intentions. 
Attention was focussed on inconsistencies between schools and on the 
requirement to prepare pupils for the world of work, themes both repeated
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later in the writings of HMI and LEA advisers. James Callaghan'fe speech 
also stressed the need to open up the arguments over educational policy 
to general debateJ 'non—professionals' were demanding and were to be 
encouraged to have their say. Eight regional DES conferences devoted to 
public discussion of curriculum policy (the Great Debate) then followed. 
During all of these discussions and in the Labour Governments Green Paper 
'Education in Schools: a consultative document' (DES, 1977b), there was 
a groat emphasis, on the value of some kind of 'basic' or 'common core' 
curriculum and on the feasibility of its implementation.
In parallel with those public developments were developments within the 
DE designed to collect information on curriculum policy and its implemen­
tation. In 1975 Hill launched their National Secondary Survey of a 10% 
sample of secondary schools and in 1977 the DES circular 1k/?7 was sent 
to LEAs asking them to describe their curriculum policies and practices. 
Information from the LEAs was sought on arrangements for attaining 
balance and breadth in the curriculum and for meeting the need to recon­
cile curricular claims such as those of a multiracial society, of careers 
education and of moral education, with those of the basic skills.
The results of both these investigations were published in 1979- The 
results of the National Secondary Survey were discussed in a document 
entitled 'Aspects of Secondary Education in England' (DES, 1979a). Some 
of their findings were that examinations dominate and distort pupils work, 
that comprehensives have imitated grammar schools instead of developing 
their own curriculum rationale, that option schemes often lead to un­
balanced courses, that virtually all schools have less than satisfactory 
provision for the less able and that teachers need more time for curri­
culum planning. By the criteria which were given in the Ned Book, HMI
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found that, though much wan satisfactory, there was much that was not.
There followed two documents by the Secretaries of State for Education 
and Science in England and Viales. *A Framework for the School Curriculum' 
(DES, 1980.-I.) and 'The School Curriculum' ( DÜJ, 1981b). Shortly after 
the first of these HMI published their own recommendations on the curri­
culum in 'A View of the Curriculum' in their 'Matters for Discussion' 
series ( q k s , 1900b). Seen by many as a resjronse to the first of Dili 
statements, this document again drew attention to unresolved problems 
concerning balance, breadth and coherence in the curriculum. It included 
a set of fourteen propositions for discussion.
Briefly summarised there were the needs for:
1. Consensus on the aims of secondary education
2. Equality of learning opportunity
3. Consistent policies and provision for all schools 
Cohesion between education up to 16 and past 16
5. Co-ordination of learning experiences for each pupil
6. The establishment of learning objectives 
7 • A broader coverage of subjects up to 16
0. f'.ome science education for all pupils in addition to Maths,
English, rt.E. and F.E.
9- Come modern language education for all pupils
10. Some arts and applied crafts education for all pupils
11. The study of History to 16
12. Learning opportunities for all pupils likely to contribute to 
personal and social develox>ment
13. Room for differentiation and choice in work, content and emphasis 
of programmes
lh. Opportunity to extend or reinforce compulsory studies, e.g. 
vocational interests
Also included in  the document were two c u rr ic u la r  p atterns and two sub­
je c t  statements as i l lu s t r a t io n .
Finally, the (education Act of I9OO (üffi, lçüOc) confirmed government 
intentions to intervene in matters related to the curriculum by placing 
a legal obligation on LEAs, among other things, to publish information 
about their curriculum arrangements.
This then was the scene at the start of the research project - a series 
of government initiatives, major contributions from HMI to the continuing 
debate and the involvement of forty one schools in five counties in 
England in programme of curriculum reappraisal. Allowing for all the 
advisory staff who attended subject meetings and staff conferences, to­
gether with staff in the schools, a total of over four thousand people 
had by then taken some part in the programme. By any standards this is 
a large number and the exercise must be considered one of the most ex­
tensive curriculum projects ever undertaken in England. In view of this 
it is most remarkable that it has recievcd so little attention. Apart 
from one or two passing comments in the educational press (Dee, 1976; 
Walker, 1979 ; fkilbeck, I983) a.nd an entry in Hansard (House of Commons, 
T-979) there rema.inr only the official versions emanating from the DES 
itself, and one independent evaluation (HV/EMC, I98O, ibid).
1.5 The setting up of the ^Valuation Programme.
research at NWEMC began in September 1979- By then the seven schools 
in phase 1 had almost completed their programme of reappraisal activities. 
During the Autumn Term of 1979 and the Spring Term of the following year 
many of the teachers involved in this phase were interviewed by the
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research team. Their responses were categorised, coded and analysed ;n
•• :• Latistica.l basis us Inc the LI"'. Computer Programme. A limited number
of intoaviewe were also transcribed either wholly or in part. In the
foil awin' Summer, interviews were arrfinced with many LEA administrative
and .advisory staff and ICiT who hod taken part in Phase i of the prograrro..
jn all cases the evidence reported here is taken from interviews conducted
only by myself, A detailed description of the process of analysis is 
riven jn the Appendix.
Between June 1 ofo ; ; December 19oO I was also able to study the process 
of reappraisal closely in one of the area. LEA Phase 2 project schools.
Two or three days per week were spent in the school during the initial 
stages or its curriculum review programme. Evidence gathered curin'* 
this period has been uued extensively in this account. At this 3t-.ro 
teachers in the school we.-o; undertaking their first ana-lysis of the 
subject disciplines, i.e. the first section of Paper El. They then went 
on to assess the potential contribution of each department to the over­
all balance of the curriculum using Paper E2. The work of the staff 
on assessment which followed was not observed, as it took place after I 
had withdrawn from the school. It was later learned (KU3>iC, 1980. that 
the analysis of the assessment. of pupil performance against the objective, 
set in the curricular anslyses came to be soon as the key component, in 
Phase 2, in that it o ff e red the means of indicating the extent to which • 
schools curricular intentions wore t ranslated into actual class :00m 
practice. At the end of the field work in the school the observations 
wore gathered together as a case study which was returned to the teache-s 
in the school for criticism and comment. Together with the director of 
the research programme I then returned to the school to collect these 
comments which were recorded during a. series of prearranged interviews.
Comments from those interviews are incorporated into the following text 
wherever appropriate.
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These then are the events on which this report is based. From an 
objective account of the historical background the next chapter now 
turns to the literature on the associated themes of change, innovation 
and intervention in the curriculum.
Chapter II
literature i .eview.
a“rom the outset it had been stressed by all those who had responsibility 
for the CiiAn programme that the exercise the schools were involved in was 
not necessarily aimed at promoting changes in curriculum practice. Not 
withstanding such protestations it is. difficult to conceive of so much 
time and energy ^íithout some anticipation of a positive outcome. It is 
tjve that the exercise was not connected directly with the practicalities 
of curriculum innovation and change but it was. related to thorn indirectly 
through the introduction ox new ideas and tools for the analysis of the 
curriculum. If the exercise by this moans were to have the effect of 
changing the thinking on the curriculum within the teachin» • rofession, 
then surety this would he likely to bring about a change in practice also. 
The point about that kind of change is that the decision on whether or 
not to implement it has to be mode by the teachers themselves. It is 
school based and not dictated from outside; it is indirectly rather than 
directly engineered. Nevertheless it is change and if a curriculum 
reappraisal programme such as that being studied here is a means of 
bringing that bout, then the programme has to he seen in the context of 
other curriculum changes and innovations. Itself an innovation, tho 
programme h-as also to be compared 'with other techniques of curriculum 
reappraisal.
Thus it is necessary to explore hero not only the existing literature on 
techniques for evaluating/rcappraising tho curriculum but also the 
literature on change, its origins, the agents which bring it about and 
the process of change itself. A diagrammatic scheme for the interrelation
of I-Ik t o  with the Curriculum Reappraisal 1 reject is shown below (Fig. 2.1) 
In the chapter that follows each is considered in the order numbered in
the dIngram.
Fig. 2.1 The Curriculum Reappraisal Project Inter-relationships.
1 • i The Development of Curriculum ■.Valuation Techniques.
In the last twenty years there has been a rapid growth in both models for 
end modes of curriculum evaluation.
In the early 1960s, many major curriculum innovations wore not accompanied 
by any attempt at evaluation. This was true, for instance, of the 
materials developed in Science and kvthemntics by the Nuffield project 
terns. It has been said that the developers were so certain that so much 
irrelevant and out-of-date material was being taught in schools that in
their view any curriculum change must be for the better. The stress was
at that time placed on 'immediate needs in a practical situation' (¿parrow, 
197 3 • However experience vita '.at --r developments and reports oi the 
diverse user of the projects in different school situations led to a 
■ .'dual realisation that evaluation was indeed needed as an integral T a r t  
of curriculum development. As a result arrangements were made to ensure 
that almost all subsequent projects funded by such institutions as the 
chools Council hod their own full time evaluator (Hamilton, 197b).
.in additional impetus to move in this direct! on may have come from the 
changing economic climate which encouraged sponsors to look more closely 
at expensive development projects in the hope of ensuring that their 
investments were fully justified. Furthermore increasing public concern 
over standards, triggered off by the events at Jilliam Tyndale School,
•’Iso led to demands that teachers and those in the education service 
should be held more directly accountable for their decisions concerning 
curriculum policy and practice.
'.,'hilst it may have boon easy to agree that evaluation was needed and that 
the results of any changes or innovations should be carefully assessed, 
it war. apparently not so easy for investigators to agree on the most 
appropriate models or methods to use for the evaluation. The field of 
investipp tion was new, particularly in Britain; it developed very rapidly 
indeed and the number and diversity of curriculum innovations to which 
it vn.s applied was very largo. i<’urthormore there was a multiplicity of 
urposes and audiences to servo.
Hcviewa of the various approaches used to meet these requirements already 
exist (see, for example, Stenhouse, 1975; Kelly, 1977) so a detailed 
analysis would be inappropriate here. Instead a summary of these is given
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here in tabulated form. The list is approximately chronological in order.
Table 2 .2 Approaches to Evaluation
Type/Approach Purpose Audience
!
' 1 Judgemental 
(summative)
2 Process/practical 
(formative)
3 Holistic
Assessment of goal 
achievement
Effectiveness/selection of 
materials and activities
Collection of all informa­
tion for selection t>y de­
cision-makers
Sponsor
User
Consumers 
(potential users)
Illuminative
5 Portrayal/ 
responsive
6 Transactional
Examination, observation 
of project in school sit­
uation
Provision of information 
as required by audience/ 
reporting sensitive to 
audience
Disclosure of meaning 
rather than worth, assess­
ment of potential, inter­
est, development of theory
Multiple
Multiple
Teachers and
educational
administrators
There is one feature of the different approaches which is not emphasised 
in the literature but which would seem to be significant. As the ideas 
of the evaluators developed, the methods they used increased in complexity 
and the questions they asked frequently became deeper and more penetrating. 
Inevitably the time and effort involved in the evaluation increased. The 
relationships of time and effort expended to the nature of the investiga­
tion followed an exponential curves-
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Fig. 2.3 Time and Effort Involved in Evaluation
Technical/mechanistic 
(eg. was the project feas­
ible?)
Process/practical
(eg. what did the people
involved actually do?)
Values/beliefs 
(eg. what did people find 
valuable or useful or vice 
versa?)
Personal growth, psychoanaly­
sis, re-evaluation -
(eg. why were certain aspects 
valued, while others were not? 
were there unanticipated bene­
fits? if so, what?)
time/effort
This graph is taken from material in the Coverdale Management course 
(private communication), and points to the need to decide on the type of 
evaluation to be undertaken in the light of the time and effort available. 
Questions of desirability are not the only criteria. Feasibility is 
important, too. What then were the objections raised to early approaches 
by those who belonged to the 'new wave' of evaluators? It should be 
noted that the type of evaluation used is likely to be closely tied to 
the curriculum model that has been adopted . The prespecification of 
objectives is an explicit precondition for the first three of the 
approaches in Table 2.1«One of the primary functions of such a prespecifi­
cation is to make it possible to develop criterion referenced tests as 
parts of the assessment and evaluation procedure. However the measurement 
of effects takes no account of how difficult the curriculum may be to 
implement. Furthermore it requires that pupils be pretested and a 
diagnostic procedure be developed for switching pupils between groups or 
curriculum alternatives in order to ensure the proper comparison with
controls. The dangers of this are obvious. Another problem associated 
with this approach is that it is possible, indeed likely, that the 
evaluation procedure eventually determines curriculum objectives, methods 
and content, rather than serving to provide information on the extent of 
their achievement, i.e. there is a temptation to choose only those 
objectives whose achievement can easily be measured. Furthermore when 
the objectives-type evaluation has been extensively applied, as in America, 
it has become extremely sophisticated (Glaser, 1973 ) and consequently not 
only more expensive but also more and more difficult for practicing 
teachers to apply and understand. Even where the conclusions appear clear 
there is no evidence that information about changes in pupil behaviour 
provides a good basis for making decisions about educational programmes 
(Stenhouse, 1975)- Stake (1967) has argued for greater attention to the 
background conditions and classroom activities as determinants of 
'scholastic outcomes'. As Stenhouse, (1975) phrases it "To evaluate 
one must understand." To achieve this the researcher or evaluator is 
therefore required to adopt a more illuminative approach in an attempt to 
represent to his audience a truer picture of curriculum reality, i.e. it 
becomes necessary to adopt the approaches of the 'new wave' evaluators.
Such techniques may, indeed do, provide much useful information, but in 
the end evaluation is a process of valuing - of making judgements on pro­
cedures, practices, content and methods to tutor beaurocratic, administra­
tive or practical decisions. As Taylor (1982) puts it "interesting and 
informative as these studies may be... how much do they contribute to 
[the question ofl where [curriculum studies'] should place its efforts in 
the renewal of interest in the classroom process?".
This brief synopsis of evaluation approaches has pointed to several 
problematic areas in the field. The criticisms levelled at the early
approaches should he noted in the context of the programme of curriculum 
reappraisal which is the subject of this investigation. The very first 
task which teachers were asked to undertake in that programme was to state 
the aims and objectives of their teaching. Now not only is this a model 
which has been criticised as a means of curriculum planning (vide infra), 
it has also been criticised as a basis of evaluation, by those who, with 
Stenhouse, would seek to emphasise the value of understanding the educat­
ional process and in doing so would link development with evaluation as 
a research activity. The question which this investigation must address 
is whether, in spite of these criticisms,the citing of aims and objectives 
proved to be of benefit to the participants in the curriculum review 
under investigation and if so in what way and at what cost.
The proposals for curriculum reappraisal which were introduced to the 
teachers in the project which is the subject of this study may have been 
introduced orally but were actually presented as texts. In response 
the teachers were asked to produce their own texts on aspects of their 
curriculum. An approach to the examining curriculum texts has been 
examplified by Anderson (1980). This approach uses the tools of hermeneu­
tics ie. the interpretation of meaning attached to statements through 
discourse and through the establishment of common theoretical frame works 
(Habermas, 1972). Since it is texts on the curriculum rather than actions 
which Anderson proposed be evaluated in this way, and since there is no 
possibility that all curriculum proposals could be tried out in practice, 
Anderson labelled this form of evaluation 'prospective'. Briefly, the 
questions which he suggests may be asked of a curriculum text are:-
(a) are statements supported by evidence
or based on theoretical devices?
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(b) are arguments developed logically
or based on ideas of acceptability, familiarity, popularity 
or metaphor?
(c) are recommendations practical and relevant
i.e. are they concerned with what teachers actually do in 
the classroom, the type of particulars they have to cope 
with, the type of judgements they make and decisions 
they implement?
or do they start with theories, of subject matter 
of intentions, of child behaviour and lead through 
the development of models to proposals?
Such an analysis, though it may be unpalatable, is likely to be very 
profitable in the present investigation.
2.2 The Origins of Change.
Education has changed greatly in the last thirty or so years. In the 
United Kingdom and in other developed countries of the world, education­
al opportunities have been opened up to almost the entire population; 
educational systems have been modified; the nature and structure of 
education has had to adapt to rapidly changing social and technological 
circumstances.
Industrial growth in the 1960s was matched by growth and innovation in 
education, but the 1980s represent a period of recession, or at best zero 
growth. The industrial base of our country is changing and social inst­
itutions are changing too. It would be surprising and worrying if the 
educational system and the curriculum in particular was not responding to
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this changing context.
While changes in the structure of the educational system, such as the 
introduction of comprehensive schools and mixed ability classes have to 
a large part been the focus of public debate, the curriculum itself has 
been at the centre of attention for the professionals within the system.
For it has been changes in the curriculum which have led to changes in 
the educational system rather than the other way round. Thus the external 
features are merely symptoms of the moire fundamental changes within.
Until recently much of curriculum change has been of the type described 
by Hoyle (1969) as unplanned and adaptive ’drift'. Latterly, however, 
curriculum change has been subject to more careful deliberation and 
planning. It is being 'managed' at various levels and in various direct­
ions. The process of evolution within the curriculum can, it is postul­
ated, be smoother, quicker and more effective if implemented according 
to carefully thought out strategies (Kelly, 1977 )• But what is 'effective' 
in educational terms, and what strategies are most appropriate? There 
appears, still, to be little public consensus in Britain (R. Dahrendorf, 
Reith Lectures, 1983) even about what form of society the majority of 
people in this country would like to see. Hence there is also little 
agreement on what form of education will be the most appropriate for the 
future, let alone for the present.
Dahrendorf's analysis presents a picture of British society in which the 
aristocracy has almost disappeared and the working class become weakened 
and frightened, subdued by the spectre or, for many, the reality of unem­
ployment and unending poverty. From the old middle classes are rising two
-37-
conflicting new classes. These are on the one hand the scholarship 
graduates, the discontented, egalitarian academic and socialist group, 
many of whose memhers are to be found in our schools, colleges and 
universities and on the other hand the industrial money makers, the 
business men, the meritocrats and the pragmatists of our society, whose 
outlooks are essentially conservative. However crude this analysis might 
be it is interesting to speculate on what might be the effect of these two 
strongly polarised, eloquent, and politically powerful hypothetical groups. 
If power should swing from one to the other, each group in turn might try 
to implement policies very different from those of the previous group.
The need to bring about rapid change would probably become more intense 
and strategies more autocratic in style. It is not only the form of ed­
ucation but the means for controlling it which is under debate then.
Curriculum change is a generic term. At one end of the spectrum it in­
cludes Hoyle's (1969) unplanned and adaptive 'drift' . Traditionally, 
at the opposite end of curriculum change, are intentional acts of innovation, 
designed to improve an existing situation. These may include procedures 
which incorporate new knowledge or improvements in the techniques of 
teaching or they may be innovations which are revolutionary, requiring 
changes in basic assumptions and/or aims for the teacher. As the need 
for change becomes more intense however it may be possible to extend the 
continuum to include actions which are initiated outside the immediate 
context of the school, but which are designed to have an effect inside.
It has long been recognised that change within a social system affects not 
just one but a number of groups. Each group has its own interests, its 
own value assumptions and its own theoretical frameworks. Its members
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each attempt to modify the change process in some way to make it more 
favourable to themselves. Change therefore involves a process of 
bargaining or negotation between groups. A number of authors have ex­
plored this process in the field of educational change, for example Willis 
(1977) and Woods (1979).
Negotation may take place at the boundary of the school, between, for 
example, the teachers and curriculum developers concerned with a new 
project or between teachers and local authority advisers. It can also 
occur in the school, between members of different departments involved 
in implementing, say, a course of integrated studies; it also seems in­
evitable that it will occur in the classroom, between pupils and teachers. 
The negotations which have been analysed by the authors mentioned above 
have however been concerned with actions which have been initiated within 
the school. The ideas may have come from outside but the decision to 
effect the change has in these cases been taken inside. In this study 
the continuum of curriculum change is extended to include decisions made 
in the external context, which are then implemented in the school. Such 
actions are described here as interventions. They may or may not be 
designed to bring about curriculum change directly, but they do imply that 
external agents enter the school system with the purpose of helping the 
teachers in the school achieve a particular purpose.. Literature on ed­
ucational interventions is extremely sparse and much of the theory used 
here has had to be borrowed from American sources on the behavioural 
sciences (see for example Argyris , 1970). Argyris suggests that inter­
vention also involves negotiation and to be effective requires a free 
commitment from those described as 'clients', i.e. the teachers in this 
case. Intervention is not therefore an exclusive category. At one extreme
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the aim of the intervention may be to help people make their own decisions 
about the kind of help they need; at the other extreme it may be to coerce 
people into doing what the intervenor wishes them to do. Intervention 
may therefore have features in common with autonomous innovation. The 
factor which distinguishes it is the fact that the intervenor is an ex­
ternal, i.e. the school, or other educational establishment, exists inde­
pendently of the intervenor. Although at one extreme intervention may 
overlap with autonomous activity, it nevertheless represents a move to­
wards a more powerful political leadership strategy. Despite the 
enormity of the problems involved in redesigning and changing complex 
and aging systems, our society demands that schools should be productive 
and self renewing; they should be effective and yet capable of adapting 
to rapidly changing circumstances. Are they likely to be able to do all 
this without outside help? The advocates of an interventionist strategy 
would argue not. V/hat then is necessary for intervention to be effective? 
The focus of this study is the understanding of the requirements for 
effective intervention when the targets are the human social systems in 
our schools.
So far this analysis of the origins of change has concentrated on those 
factors likely to affect the strategy of curriculum change. It is the 
strategic shift from adaptation to an intentional planned centralist 
strategy that has been characteristic of the thinking in the past two 
decades in Britain. Proposals for curriculum innovation are now active 
rather than passive, explicit rather than implicit in their intentions.
There are many reasons for this shift in emphasis. The most obvious has 
been the rapidity of social change to which the school system must respond.
Curriculum change is an attempt to adjust to new circumstances, to new 
relationships between institutions and to other changes in the natural 
environment, such as the mobility of the workforce and technological 
developments. Changing social attitudes and values affect the motivation 
and response of pupils in schools towards the curriculum. A discussion 
of 'frame factors' such as these has been the topic of a publication by 
Lundgren (1972). His model is based on earlier work by DahllSf et al. 
(1971)- Briefly frame factors are the factors that drive the school or 
charge it with certain responsibilities and those that limit or constrain 
the actions of the school. They provide the framework which decides 
what the school can and cannot do. Analytically they facilitate the 
mapping of the parameters affecting curriculum policy making.
The controls or influences that affect schools may be grouped into at least 
four major categories. First there is the effect of changing social atti­
tudes and values. The most rapid change in this category occurs in the 
aftermath of revolution; in more stable societies change is likely to be 
incremental. It may be operational in the sense that its driving force 
is based on the desire to achieve, as effectively as possible,a model of 
education for the future as predicted from existing norms and beliefs. 
Alternatively it may be normative, underpinned by the changing ideologies 
of those concerned with promoting education which will enable the members 
of the society to achieve their idealised vision of its future.
A second type of frame factor is the variety of models and theories on 
the curriculum. As such it is based on understandings of the theories of 
knowledge and of purpose in education. Does all knowledge have equal 
worth? Is the primary goal of education the production of a technically
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competent workforce? Answers to questions such as these limit the form 
which education can take.
Another set of factors has been the major reorganisation of schooling 
itself. Such changes have included the raising of the school leaving 
age, comprehensive reorganisation, the introduction of mixed ability 
teaching, integrated days, individualised learning,etc.. Each calls for 
major reorganisation of curriculum arrangements and methodology. Such 
changes may be based on external factors such as changes in the nature 
and distribution of the school population or they may be based on nor­
mative reforms, such as those aimed at establishing equality of educat­
ional opportunity or those which would introduce compensatory education 
in an effort to counteract environmental deficiencies.
Yet another factor is concerned more closely with the actual teaching 
process, i.e. the theories of learning and cognitive processes. Different 
theories point to different solutions, e.g. on the time needed for in­
struction and for different organisational structures. The relationship 
between the aims and content of the curriculum and structural factors 
such as these is not at all clear. The processes of teaching may be 
channelled and limited by them, but within the limitations there may be 
different ways of steering those processes.
One question which this study will be attempting to answer is how for 
factors such as those briefly listed here have been considered in the 
process of curriculum review under investigation. A model based on frame 
factors attempts to integrate a number of previous approaches, thus 
building up a. more comprehensive picture of the relationship between the
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curriculum and the factors which influence curricular decisions.
2 .3  Agencies fo r  Change.
The imperatives of social change which have been outlined in the previous 
section led, in the first instance, to the development of the national 
curriculum planning model. This was based on the work of the very early 
theorists such as Bobbitt (1918) (Harap 1962’). Education was then regarded 
as a preparation for the activities of life - activities which were the 
objectives for the curriculum. Many studies were carried out in an 
attempt to establish empirically what it was that workers and citizens 
actually did (see Kliebard,1971)• The uncertainty of the future soon 
became apparent though and between the wars the curriculum planners 
turned their attention to the fostering and facilitation of change, rather 
than the perpetuation of the 'status quo'. Thus the period of the 1930s 
represented a swing towards the more 'progressive' approach, inspired by 
the writings of Dewey (1899) (see Hadow, 1926)- The advent and aftermath 
of World War II, however, led the swing of fashion in the opposite direction. 
The search for methods of training military personnel, particularly in 
the U.S.A., may have induced an affinity with the more 'hardheaded' 
approaches to curriculum design. The disenchantment with the 'progressive' 
ideal was allegedly later exacerbated in the U.S.A. by the panic over 
the launching of the first Soviet Satellite in 1957- The quickening 
of political interest in education which resulted created demands for 
action which led almost inevitably to a new, innovatory device: the 
national curriculum development project. Work in Britain was pioneered 
by the Nuffield Foundation and in the U.S.A. by the Physical Sciences 
Study Committee. Although the efforts of the Nuffield Foundation were
considerable, they were very limited in comparison with the subsequent 
activities of the Schools' Council, set up in 196^. For legitimation 
the Nuffield Foundation and the Schools' Council both drew on recommend­
ations of a range of national reports, such as the Crowther Report, the 
Newsom Report, the Report on the Examining in English and the reports 
of the Secondary Schools Examinations Council. These, together with 
the later Plowden Report incidentally provided a prestigious source of 
ideas for commissioned researches and studies, a role now being played by 
HMI surveys and government pronouncements.
The development work of the Nuffield Foundation, the Schools Council 
and a range of other national bodies spread rapidly in the 1960s and is 
well documented (Eggleston, 1976). The work was based firmly on the 
rational curriculum planning model. Objectives were agreed, appropriate 
methodologies and content devised and assessment procedures developed. 
Each project was then to be evaluated and the evaluation fed back to aid 
the continuing development of the programme.
What many evaluations revealed however was a remarkable discrepancy 
between the expectations of the curriculum developers and events in the 
schools (Salter, Steadman and Parsons, 1980). The evaluators of the 
Schools' Council projects found that even in trial schools, in which the 
national team were heavily committed, the use made of the materials was 
unpredictable. Overall the usage was far less than the team originally 
believed it to be. The reasons for this were complex. Before the large 
projects produced their materials the Council was committed to increasing 
the range of choices available to the teacher (Caston, 1971)» but in the 
early days of the Council there was little or no effort to develop any
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>definitive strategy for the dissemination of materials. This may or may 
not have been deliberate policy. Possibly it was related to the non­
directive nature of the Council. By 1969 however worries about dis­
semination had surfaced. The Council became concerned to give as many 
teachers as possible the opportunity of sharing the new ideas, but at the 
same time realised that this could lead to ’charges of excessive pro­
motion’ (Schools' Council Newsletter, Dialogue, 1972) (Hamilton, 1976).
In spite of its efforts to produce a systematic dissemination of its 
products, by 1976 the Schools’ Council was again under attack for its 
lack of 'market penetration'. The Council was in a 'catch 22' situation. 
Any attempt to measure the 'take up’ of projects had to be retrospective.
It was also almost bound to produce evidence of poor dissemination. The 
primary aim of the Council had been to extend the range of choice open 
to the teacher. In addition the style of the projects had changed to­
wards a more interactive style in which the project team worked with the 
teachers to develop a curriculum. It was therefore most unlikely that 
many projects would still exist in their original form. By establishing 
criteria in their investigation which depended on the identification 
and take up of named projects the enquiry was condemned in advance to 
produce poor results. Yet it had to undertake that investigation in 
order to justify its existence. Furthermore it was unlikely that teachers 
would be able to give unambiguous responses to questions centred on 
specific projects which had been modified or adapted or were being used 
only in part. Lastly the team which conducted the enquiry produced no 
criteria for success and no answers to questions as to what level of aware­
ness could count as success. Ambiguity of conclusion was the inevitable 
result.
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During the 1970s, with the decline of the national curriculum development 
project, the provision of resources which schools could draw on for their 
own use became increasingly important. Schools built up their own collec­
tions of books, maps, magazines, and course handouts. The Schools' Council 
and the Nuffield Foundation issued material as 'packs'; slides, charts, 
video-tapes and films were produced. Although many schools held their own 
stocks, resource centres were established at both national and local 
levels. The Schools Council established the Resource Centre Project at 
the University of London Institute of Education and the Nuffield Found­
ation set up its own Resources for Learning Project, with a number of 
associated Development Units scattered over the country. At a local 
level a number of LEAs also set up their own resource centres and, 
notably, teachers' centres.
In the area LEA fourteen such teachers centres were opened, mostly in 
disused primary schools closed as the numbers of pupils contracted. Some 
were devoted to specialist areas, but others were designed to be used for 
general purposes. They had libraries, stocked periodicals, held resources 
for loan and provided venues for INSET courses and other meetings. Their 
establishment reflected the increasing disenchantment with innovation at 
the national level and an increasing interest in developments at the 
local level. They also, it should be noted,increased the opportunity for 
the LEAs to influence the style of curriculum development within their 
schools. Such opportunities, of course, already existed. Advisory staff 
were directly involved in appointing new staff in their schools; they were 
responsible for the reallocation and changes in arrangements brought about 
by the reorganisation of secondary education; in many subject areas regular 
quarterly or monthly meetings were instituted gathering together the Heads
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of Department in the schools with specialist subject advisers. The 
advisers were becoming, in effect, the agents of change.
The problems advisers faced in adopting this role have been explored else­
where (Bolam et al, 1976). Briefly, advisers have to accept responsibil­
ity both for the maintenance of standards in schools in the LEA and for 
the help and support needed by teachers in those schools. They have to be 
ready to offer advice to both teachers and Hoads in the schools and to 
the policy makers and administrators at County Hall. At the same time 
they are required to evaluate and in some cases inspect the schools to 
ensure that county policies are being carried out. The origins of the 
advisors role may have been inspectoral and, although retained as such in 
some LEAs, it has over the years been largely replaced by the advisory 
approach. The reasons may bo complex. The shortage of teachers and grow­
ing union power may have weakened the influence of advisers while, at the 
same time, the traditional autonomy of heads and teachers had to be res­
pected. The more recent rise in accountability already referred to may, 
on the other hand, be responsible for reversing this trend.
Because of these problems inherent in the advisors’ role, the nature of 
their involvement in the curriculum reappraisal project studied here has 
been extensively documented. As we shall see it was not so much the 
question of their role which caused problems for the advisers but rather 
the extent of their responsibilities and the multiplicity of demands up­
on their time. Nor did the teachers in the schools seem to be disturbed 
by having advisers involved in the projectj on the contrary they were 
much more concerned at the lack of time the advisers were able to spare 
to work with them and the infrequency of their visits to the schools (Lee 
Chapter IV).
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How then can the role of the advisers, and for that matter HMI, involved 
in the process of curriculum reappraisal best be described? In I969, 
Havelock (Havelock,1969) reported an analysis of the literature on planned 
change and innovation, and identified three predominant strategic models. 
These were confirmed later in a report of an extensive investigation of 
35^ school districts in the U.S.A. Later in 1977 Havelock and Huberman 
(Havelock and Huberman, 1977) reported an extension of their work to a 
study of innovation world wide, and extended the number of models to five, 
namely
Participative problem solving
Open input
Power
Diffusion
Planned linkage
The study by Bolam et al. (1978) had located the role of the advisory service 
in the planned linkage model. However Bolam et al.pointed out that a 
linkage agent was likely to play several different roles, either simul­
taneously or sequentially. The priorities advisers appeared to asign to 
these different roles is interesting. The one they gave as the most 
accurate description of their role in bringing about change in schools 
and colleges was ’providing specialist information/advice via inservice 
training courses with a view to promoting change' . This was closely 
followed by 'visiting schools/colleges to diagnose their problems and 
needs and indicate solutions and developments which you see necessary' .
The advisers clearly saw their role as a knowledge - linkage agent. An­
other interesting feature of Bolam's results is the low rating given to 
linkage work with outside agencies such as the Schools' Council, and other 
research and development organisations. It is also noteworthy that a
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high rating was not given to strategies which would enable schools est­
ablish their own problem-solving decision-making procedures. This is 
significant in the light of the curriculum reappraisal effort reported 
here for, as we shall see, one of the most important aims of that exer­
cise was to enable schools to reach their own decisions on their curri­
culum from an analysis, primarly, of their curriculum intentions. If 
advisers are unfamiliar with procedures which may enable them to help 
schools achieve this aim, one has to ask whether they are the most appro­
priate change agents for this purpose?
During the 1970s interest in school-based curriculum development deepened. 
Initially in-service courses were organised to enable teachers to develop 
not only their curricula but also the school organisation, their pastor­
al care system and other features of school life. It is a well known 
fact however that little gained on external courses actually feeds back 
into organisations and it soon became clear that in-service training 
would be better placed in the school itself. Such developments were 
legitimized by the James Report (James, 1968) which advocated a consider­
able expansion of in-service teacher training. What was also needed,it 
was said,was a body of highly competent professional teachers, or 'tutors', 
capable of undertaking diagnosis or prescription themselves. Such tea­
chers could be the link between schools and other agencies and it was 
they who were recommended should be the first to be admitted to in-service 
courses so that they could be trained for their new task.
'With moves such as these the emphasis moved to the school itself, to 
curriculum development based in the school, largely dependant on school 
staff and resources (McMullen, 1973)« Activities such as these became
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known as school-based curriculum development (SBCD). Advocates for SBCD 
presented the following arguments (OECD, 1979)«
a) There was an increasingly strong demand for greater autonomy at local 
and school levels.
b) Centrally developed curriculum projects had not had the success ex­
pected of them. It was often only a partial or modified version of 
them which was finally implemented in the schools.
c) Centrally developed curriculum projects failed to consider the speci­
fic situation of each school and many schools therefore found them 
difficult to put into practice.
d) There had been many setbacks in implementing centrally developed 
curriculum projects due to misunderstanding, poor communications 
and/or lack of motivation of the teaching staff.
■'BCD was felt to provide the answer through increased participation and 
it was hoped it would lead to better implementation.
In the event, the moves to encourage SBCD were overtaken by external events. 
Firstly public concern over the standards of education achieved in Com­
prehensive schools and the publication of the Black Papers (Boyson et al, 
197*0 triggered a number of political and other moves. At the same time 
as James Callaghan was initiating the Great Debate in the country, a new 
group of HMI was set up with the task of writing a set of discussion 
papers on the curriculum. In this we have the genesis of the Curriculum 
Reappraisal Project which is the subject of this research, for these 
papers were discussed by representatives of certain LEAs and the ideas 
eventually taken back for a number of them to follow up later.
At the same time the recession hit the schools and the LEAs. As the
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money became more scarce, so resources became less readily available. 
Ultimately all but one of the teachers' centres in the area LEA were 
closed. The number of advisory staff in the LEA was also cut by l_5?t>.
The period of the 70s became a period of retrenchment. Even the Schools' 
Council itself was eventually to terminate its existence in I983. But 
that was a long time ahead. The curriculum reappraisal project must be 
viewed in its context, however, for the threat of the recession and the 
possible loss of jobs was uppermost in peoples' minds at the time. In 
that situation how feasible was it to expect teachers to look upwards 
and outwards, to extend their professionality, to risk appearing incom­
petent as they struggled to cope with abstract theory? Yet how important 
was it to them to appear to succeed when their professionality capacity 
was being challenged? In the words of one Head
"It would be a brave teacher who would say no".
(BO, Interview Transcript, pi)
The interventionist strategy may therefore be a direct result of the 
recession, leading to a shift in the location of influence away from the 
periphery and towards the centre. The autonomy of the schools hai become 
eroded as the control of funds moved the power base towards the DES 
and ultimately the treasury. In times of plenty it is likely to reverse; 
the purse strings do not then need to be so tightly tied. This may ex­
plain the shift of emphasis towards a centralist interventionist policy 
in the financially stringent 1970s and early 1980s.
The educational system, as always, has adapted to this new state of affairs 
and projects are already being set up to provide guidelines for teachers 
who may wish to take the initiative of reviewing and developing the 
curriculum and the organisation of their school themselves (GRIDb, 198*0»
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The GRIDS (Guidelines for Review and Internal Development in Schools) are 
intended to be used as a do-it-yourself kit that any school can use on its 
own. It has been a Schools' Council Programme I activity based at the 
University of Bristol since September, 1981. The purpose is to promote 
internal development, rather than to demonstrate accountability to 
external agencies. Since 1981» the materials have been used in thirty- 
one primary and secondary schools in five LEAs, none of which was 
involved in the CRAG programme, and the project is just about to enter 
its second phase. Two handbooks, one for primary and one for secondary 
schools are being published by Longmans in 1984.
It has already been noted how the focus of curriculum development even­
tually moved to the schools themselves. This has now been paralled by 
the move to school-based curriculum review. It would suggest that, as 
with curriculum development, substantial progress is likely to be achieved 
only when the user takes the initiative. Externally initiated develop­
ments are at best only partially accepted and implemented. The evidence 
on this point is examined in the chapters that follow.
2.4 The Processes of Change and Innovation - an overview.
The I96O3 curriculum development movement in Britain with its rationale 
of centrally developed resources for teachers has been discussed in the 
previous section. The concommitant strategy for change in any area of 
human activity has been termed the 'central - periphery' model of devel­
opment, i.e. development by a relatively small central team and dissemina­
tion to the periphery (for definition see Schon, 1971)» In contrast the 
'social-interaction model as applied to education regards teachers as key
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developers, spreading the word through the development of teacher net­
works, This model has been termed the 'proliferation of centres' model. 
There is also a third model in which the central team reacts to problems 
defined by the teachers. A range of materials is developed from which 
teachers can select those they deem most appropriate for their pupils.
This model has been termed the 'shifting - centres' model.
The crucial difference between the three is the focus of emphasis. In 
the central - periphery model it is the developer who is most important; 
the teacher is a passive consumer. The proliferation of centres model 
emphasises the teacher, but as a linkage agent responsible for diffusion 
rather than development. The third, the shifting-centres model, stresses 
the user, as diagnostician and as decision-maker.
iiarly studies, (e.g. Havelock, 1969,’ Chin and Benne, 1969) concentrated 
on the process of dissemination, the deliberate or planned spread of 
innovation but as it became increasingly evident that innovations were 
rarely implemented as intended, the focus of interest then changed to 
the process of implementation. Dalin (1973 ) provides a neat summary of 
conclusions in the relevant literature: "institutions do not adopt 
innovations, neither do they create them. Institutions adapt and develop 
innovations from institutions and people outside the institution". The 
shift in emphasis from the study of dissemination to the study of imple­
mentation revealed a much more untidy picture of institutions than had 
been previously realised. It became necessary (Reid et al. 1975) to devote 
"at least as much attention to the context within which the curriculum was 
to be implemented, as to the design of the product itself".
Successful implementation often meant mutual adaptation. As Bolam (198c)
observed "the interaction between project and setting was neither auto­
matic nor certain". Innovation frequently cut across power relationships 
within schools. For example the decision to move from a subject
based approach to an interdisciplinary one was likely to endanger the 
status of some members of the organisation, simply because it undermined 
their claims to expertise. Such a decision therefore had political 
implications.
House (1980) tended to go even further by asserting the political pers­
pective was tending to become the dominant interpretative framework. It 
had largely superceded the technological framework. Not only were there 
value differences between the project team and the users of an innovation, 
there was evidence (Elliott, 1977) that the members of the project teams 
had different priorities from those held by the users and that the assump­
tions which one side made about its role and responsibilites did not 
always match with those held by the other. The political implications of 
this and the observations that institutions tend also to be adapted as 
their members try to implement innovations has been instrumental, at least 
in part, in shifting the emphasis from piecemeal reform of individual 
subjects towards a study of the changing curriculum as a whole.
Curriculum development then reflects the relationships between curriculum 
groups or innovators and the areas of study. It is these relationships 
in which all members of the school community have an opportunity of part­
icipating.
Chapter III
Theoretical Foundations for the Research Methods
3-1 Research Perspectives in the Social Studies
Research workers in the field of the social studies can choose from a 
number of alternative perspectives, each different approach provides the 
researcher with a means of trying to understand what is happening in a 
given situation. The choice of the most appropriate method for the study 
of the curriculum reappraisal was the subject of much debate between 
members of the research team at NWTOMC. To have adopted scientific 
approaches to understanding would have meant that any statements or ex­
planations used or derived should have been capable of being verified 
empirically. The procedures adopted would then have had to show not only 
how the conclusions were reached but also how the work might be checked 
and the results tested by repetition or comparison with equivalent 
material. The criteria and procedures would also have had to demonstrate 
the consistency and reliability of the findings and the extent to which 
they might be verified in practice, not an easy task in this particular 
situation.
Alternative approaches could portray the people involved and their actions 
in penetrating ways, ways which could not be judged in terms of accuracy 
or validity but which, through their structure could induce feelings 
and emotions in the reader. The judgement of such work would then be 
determined by argument and discussion related to underlying assumptions 
rather than by scientific criteria..
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In contrast to the work reported here, the project at NWtMC was subject 
to a particular constraint. Although the Steering Committee for the 
NWi'MC research project expressed at all times a keen interest in the wider 
aspects of the research, what it was really seeking from the research 
team was an evaluation of the area LEA Curriculum Reappraisal programme.
In other words the immediate purpose of the research team was to provide 
information for the guidance of decision-makers. Nevertheless at an 
early meeting of the Steering Committee (NWEMC, 1979) it was agreed that 
the focus of the research should be the 'process' of reappraisal rather 
than its 'products'. Because of the nature of the reappraisal programme, 
each stage of which imposed its own form of activity and was constrained 
by its own circumstances, it would, in any case, have been almost imposs­
ible to define any criteria of success for the programme in terms of the 
achievement of outcomes. Nor was it feasible to obtain information about the 
efficacy of the programme in comparison with others of a similar nature, 
for there were, quite simply, none available for comparison.
In spite of the decision to study the 'process' rather than the 'product', 
many fundamental issues had to be resolved by the members of the research 
team. If they were to search for answers to questions about the social 
world in which the reappraisal programme was being enacted, they could 
adopt any of a number of distinct though related perspectives. Each of 
those perspectives differed to varying degrees in terms of the concepts 
they used, the questions they posed, the methods they used to answer 
those questions and the evidence, explanations or solutions their adherents 
considered to be satisfactory. It might be noted that the starting points 
or assumptions of one approach were frequently the basic problem or 
question to which another approach was devoted. Each approach could give
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a different basis for understanding human behaviour and action and each 
might be equally valuable and useful. It depended on the questions they
sought to answer.
As the field of the social studies has expanded and the approaches be­
come more diverse their results have, in some cases, overlapped and, in 
others, become contradictory. Each perspective has its own adherents, 
who tend to view their approach as the only viable one. Since, however, 
there is no scientific method which can prove the validity of a preference 
for any particular perspective, the values or preferences of the individual 
researchers are likely, in the end, to be the factors which determine the 
nature of a. given enquiry. Proponents of the scientific or nomothetic 
view include Cronbach (1963), Anderson (1969), Campbell (1969), Lidvall 
and Cox (1970) and Stanley (1972). Their work has increasingly been 
criticised by writers such as Parlett and Hamilton (1977)» Stake (1975)» 
McDonald and Walker (1976) and Stenhouse (1975). who have adopted a more 
'illuminative' approach using the techniques of case-study and 'portrayal' 
for their methods. As Kemmis (1978) has pointed out this change from 
the 'nomothetic' to 'idiographic’ (Kemmis, 1976), and hence from 'quantit­
ive' to'qualitative' methods, came about because of concern about the 
shortcomings of the nomothetic method in the measurement of student 
learning. This, however, is not a problem as yet tackled by exponents of 
the 'new' methods. It cannot be because the problem is not an important 
one, rather that the 'new' methods do not solve the difficulty of 
providing unequivocal evidence about learning. It must be recognised that 
in the end the quality and validity of the findings of research and 
evaluation studies rest on the judgement of the community. If the theory 
and the findings are to have any impact then they must be capable of
-57-
persuading others that they are relevant, effective and meaningful. Different 
problems may require the use of different methods for their solution. It 
may be, as Kemmis (1978) suggests, that the problem of student learning 
is best tackled by using 'ideographic' methods, i.e. by recognising and 
analysing the cognitive structures engaged during the learning process and 
by use of the technique of structural analysis, or it may be best, as 
Stenhouse (1980) proposes, for the researcher to gather about his subjects 
"evidence sufficiently rich to support the kind of discussion from which 
judgements can be made, and then subjected to refutation or conformation in 
the light of evidence", However it is tackled, the problem of the choice 
of approach is not a simple one. It depends on the question to which an 
answer is being sought and is likely to be governed by questions of expediency.
In order to plan the research at NWEMC one of the early tasks the research 
team tackled was to make a list of the questions they felt they should try 
to answer about the reappraisal programme and those involved in it. The 
questions turned out to be complex and to vary in their focus. Some it was 
impossible to tackle; some needed the setting up of complex models for 
their elucidation; yet others were clear and straight-forward. Three over­
arching questions were in the end selected for further study. These are 
given in the chapter which follows, together with the list of questions 
which have been addressed in this thesis. Because of the complexity of 
these questions no one method or perspective was thought at the time to 
be entirely suitable. The choice of the most appropriate approach depended 
largely on the nature of the question asked. Because of the particular 
nature of the questions selected at NWE24C, the case study method was 
used extensively there, but in this thesis the methods I have
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used for collecting evidence and the way in which I have interpreted that 
evidence do not follow any one approach closely, as the following in­
stances may illustrate.
Both quantitative and qualitative data were frequently collected concerning 
the sane event. For example it became apparent early on in the research 
that many of the teachers had been uncertain about the aims and purposes 
of the enquiry. Tape-recorded comments I obtained from teachers confirmed 
this observation and a frequency analysis of the aims which teachers cited 
showed a. wide variation in responses. Interestingly enough it became 
evident to me later that this wide variation was not regarded as a major 
source of difficulty by many of those involved.
In ethnomethology (Garfinkel, 1967) words do not have unchanging meanings 
at all times. The meaning of a word depends on the context or occasion,
i.e. the setting in which it is used. Furthermore the common-sense 
meaning of the word is taken for granted and is standard for the members 
within the group. During the research project I realised at one point 
that the word 'movement', used as an objective of teaching was being 
ascribed different common-sense meanings by the members of different 
subject departments. Similarly differences in the interpretation of the 
term 'spiritual' in the 'eight areas of experience' were clearly evident. 
These differences in meaning offered an explanation of some of the responses 
given to the questions on the 'eight areas’ in a fixed response question­
naire I used during the research field work in Phase 2 (see later).
In order to investigate the effect of the management style in the school 
on the progress of the review, a prerequisite was the description 
of the organisational ideology of the school. I used a questionnaire
-59-
based, on a structuralist interpretation of responses to set questions for 
this purpose, and the results of this discussed with members of the 
organisation, many of whom later offered alternative interpretations.
In the early stages of the exercise there were a number of complaints 
from LEA advisers and the schools about lack of control and direction in 
the enquiry. Interviews I conducted revealed the different perspectives 
of HMI and advisory staff, showing how differently each perceived each 
others’ role.
If the results of investigations such as these offer no definitive 
statements and sometimes appear ambiguous, at least they provide a rich 
source of material which can later be studied from a fresh vantage point.
Of course one always hopes that the integration of research findings will 
lead to systematic theory, yet I needed models and theories in the first 
place to guide the investigation. This dilemma, created by the inter­
dependence of theory and method, was initially resolved by borrowing 
frameworks from other fields in which systematic empirical research was 
available. This approach was risky because it lacked coherence. The 
frameworks were only integrated by their relevance to the activity of 
initiating and sustaining the programme of reappraisal under investigation. 
The nature of the borrowed concepts is made explicit below. At each 
stage in the argument the theoretical framework is examined to ensure 
it is internally consistent and empirically verifiable.
3*2 Research Methods
In developing any theory it is necessary to take account of the fact that 
there has been considerable controversy over the last few years not only
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about the perspectives, but also about the methods used in social research. 
(Winch 1958. Parlctt and Hamilton 1977). The problems which have been 
highlighted by these and other authors are not simple. In the first 
instance there is the unavoidable involvement of the enquirer in the 
enquiry. In his efforts to interpret or explain the behaviour of others 
the researcher inevitably draws on his own conceptual framework. The 
beha.viour or action he observes however embodies a particular meaning 
for the actor, a. meaning which is based not on the conceptual framework 
of the researcher but of the actor. The meaning of any action can therefore 
only be interpreted by negotiation and discourse between actor and enquirer. 
The problem the researcher faces of reinterpreting the meanings embodied 
in individual actions thus gives rise to the problem of the 'double 
hermeneutic' (Kemmis, 1978; Taylor,1971)• The question of whether an 
accurate reinterpretation is even possible and how we can claim to have 
'knowledge' of another's intentions and meanings has been discussed by 
many authors (Gauld and Shotter, 1977; Winch,1958; Boden, 1978;for example).
It is the contention of Chuld a.nd Shotter, for example, that the back­
ground assumption we bring to all our dealings with our fellows is "that 
other people's behaviour is to be understood and explained as action as 
the conscious product of more or less rational agents ... people's
behaviour makes sense to us only if we regard it in that light.... and
to reconstruct an agent's intentions, and the reasonings he pursues in the 
hopes of fulfilling them, is not necessarily to speculate about the 
sequence of his conscious states ... one is simply tackling a problem as 
one thinks he might have tackled it ... (thus) subjective interpretations 
of the meanings of actions are not amenable to verification by observation 
and experiment (Qiuld a.nd Shottcr, 1977 )• This quotation begs a number
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of questions, not least the definition of rationality and the matter of 
whether it is an absolute or relative term. If one accepts, however, 
what the authors appear to imply, i.e. that rationality requires that, 
in a given situation and assuming common intentions, individuals sharing 
a common conceptual framework are likely to choose one particular, i.e. 
the rational, course of action, then interpretation of meaning becomes a 
matter of placing oneself, in imagination, in the other person's shoes.
The significance of the situation and the meaning it has for any actor 
cannot however be taken for granted. This argument has been central to 
the work of Silverman (1970), who maintains that social reality for an 
individual is defined not by his observation of action and behaviour 
but from the meanings he ascribes to that behaviour. Thus Silverman's 
stated position focuses on the individual and structural, or cultural, 
factors. A given situation does not, he asserts, have the same meaning 
for all individuals. However such a.n approach has been criticised by 
Argyris (1972) who points out that the work of many social psychologists 
leads to the conclusion that meanings cannot be empirically identified 
by ignoring behaviour. Indeed he argues that the understanding of how 
people develop meanings for themselves begins, not ends, by observing 
human behaviour. To obtain meanings as held by individuals it is, he says, 
necessary to make inferences from behaviour as well as to ask questions. 
Silverman's work has also been criticised by Goodman (1977) who points 
out that Silverman's model should lead to an individual-based sociology, 
which by its very nature raises problems in interpreting collective 
behaviour in an organisation. In this dilemma Silverman falls back on 
the "ideal-typical" organisational member. It is in the light of this 
inconsistency that Argyris raises the question of what a researcher can 
do in an organisation. Whereas Silverman would shun the development
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of theory from which one could derive and tent prescriptive generalisations, 
Argyris holds that a publically verifiable (descriptive) theory of 
organisations is possible but requires certain kinds of empirical tests 
that cannot be executed without some prescriptive or normative assumptions,
i.e. meanings may be created by the conscious and planned intervention 
of the researcher. This study concerns individuals in organisations.
Thus we have not only the problem of the involvement of the enquirer in 
the enquiry, but also the interpretation of collective as distinct from 
individual behaviour, in a situation which would appear to have as many 
meanings as there are actors in it.
The methods of rigorous scientific research are most unlikely in this 
situation to give consistent results. The social science universe, unlike 
the physical universe may be "capricious, and play tricks ... indeed the 
very research methods may cause the universe to respond in an un­
predictable and fickle manner'1 (Argyris, 1972). The social science 
universe is modified by its participants.
It was with all these problems in mind that heuristics a.nd cognitive maps 
were developed for this research. It was hoped that these would lead to 
the development of a theoretical framework which would make it possible 
to identify some critica.l variables. Since none of these variables 
could be manipulated the best that could be hoped for was that they could 
be studied over a period of time. Generalisations, if they could be made 
at all, would therefore have been made under conditions which were explicit. 
Such methods do not refute the argument that action embodies meaning - 
which must be different for different individuals. However it does rest 
on the assumption that, in a society, people develop meanings of actions
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.-vt leant partly by observing the behaviour of others or responses of others 
towards their actions. Following the argument of Gauld and Shotter it is 
also assumed that meanings are established by dialogue, which if verified 
by further observation and interpretation, leads to the understanding and 
explanation of action. It is only if further observation leads to perceived 
consistency of behaviour or action that the original meaning is confirmed. 
The agent is therefore not himself the supreme authority as to the meaning 
of what he does. Cultural factors, theories of behaviour, and the meanings 
ascribed to the social situation together lead people to carry out actions 
whose meanings derive, in part, from the meanings of that social situation - 
it is not clear which is the chicken and which the egg! Whenever cumulative 
experience is examined for consistency however, the process is essentially 
based on a numerical analysis - on statistical inference. Though one 
particular action may be capable of being interpreted in many ways, and 
there may be many actions which indicate a given meaning, the number of 
possibilities is not unlimited. Furthermore, some interpretations are much 
more likely than others. There should therefore be a statistical dis­
tribution of behaviour whose spread indicates the ambiguity of meaning and 
whose height the acceptance of that meaning within the culture.
A very simple example may demonstrate this. Suppose a person removes his 
tie. Possible interpretations may depend on the situation. If the day is 
hot, the person may feel too hot. Alternatively he might have a sore neck 
or be about to change for tennis. Given the situation of a hot day on the 
beach in summer and no indications to the contrary, the first interpretation 
mcay indeed be correct, and thus could be ascertained by asking the 
individual concerned. If then a number of others in the same situation are 
asked to give their reasons for similar actions we would expect the
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frequency of response to confirm that, that interpretation was the most 
probable, although not by any means the only possibility.
Inferences drawn in this way do not indicate that the subject is being 
treated like a 'hard science' in which particular phenomena can be explained 
by relating them to causal laws, but simply that statistical methods can 
be used, with great caution to identify significant patterns and,possibly, 
the extent of the correlation between them.
In the following arguments the theory moves from the particular, i.e. 
theories of individual action,to the general, invoking theories for social 
action.
3-3 Individual and Social Action
To move from a study of individuals to a study of social action within 
organisations has required, as has been shown, an additional set of 
assumptions. The nomothetic model for evaluation defines success or 
failure in terms of the discrepancy between intended and actual outcome. 
Where individuals are not expected to attain a common goal or objective, 
this model becomes unworkable. What is required is a model based on the 
process itself, yet retaining the particular and unique features of each 
individual's participation. In attempting to set up a. procedure for this 
I have drawn on the theories of action postulated by Argyris (1970). They 
are summarised briefly as follows:
a) individuals develop norms, strategies and assumptions or models of the 
world from consistent observations j
b) learning can be understood as the construction, testing, and re-
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structuring of knowledge;
c) deliberate human action is determined rationally by a theory for 
action which is applied in a set of perceived circumstances in order 
to achieve a desired consequence}
d) human action is interpreted rationally by using a theory of action 
which is applied in a set of perceived circumstances in order to 
explain or attempt to predict behaviour}
e) the theory for action which guides behaviour may or may not be 
compatible with the theory jof action which is used to interpret one's 
own or other peoples * behaviour}
f) a group of people constitutes an organisation if the members make 
collective decisions, delegate to individuals authority to act for the 
organisation and set boundaries between themselves and the rest of the 
population;
g) a group of people is organised when rules are developed for decision­
making, delegation and membership;
h) individuals in organisations develop collective norms, strategies and 
assumptions, theories of and theories for collective action,
i) if outcome and expectation are not congruent, an observer of an action 
may revise his expectations by
(i) analysing the situation and noting change in
perceived circumstances 
or (ii) restructuring the theory of action
j) if outcome and expectation a.rc not congruent an agent may attempt to 
alter the observed outcome by
(i) analysing the situation to loam what new
circumstances may have affected the expected 
outcome
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(ii) seeking a new strategy to achieve the expected 
outcome
(iii) restructuring the theory for action.
This theoretical structure has two implications. Firstly the observeK 
interpretation of any action may or may not concur with that of the agent. 
Negotation is required to achieve a shared interpretation. Secondly, the 
development of a theory for action - a practical theory - leads to 
expectations which may or may not be realised in practice. Such theories 
have to be explored before an action takes place, because subsequent 
theories of. action may be restructured and incompatible with the theory for 
action. In short one may be tempted to rationalise o.n unexpected outcome!
I was able to conduct detailed investigations of the theories of and for 
action in the research programme to some extent in the phase 2 school in 
which the reappraisal programme was studied. For example, teachers in the 
school wore asked to state what factors affected their choice of courses 
or projects for their pupils. At the same time they were asked to 
indicate the potential of the checklist of the 'eight areas of experience' 
for judging priorities. The questions were in part derived from comments 
obtained from teachers in phase 1. They included for example:
'Did the notions of balance and breadth which the checklist sought to 
introduce enter into the teachers' considerations as part of their 
practical theory for constructing a curriculum?* 
and:
'To what extent did the checklist enable teachers to restructure this 
theory?*.
This theory would also seem to indicate that to achieve a particular 
satisfactory outcome, the desired consequence of a proposed action must
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be clear and explicit, for only then can the most appropriate action be 
determined. 1'iirthcrmore the complexity of the required action would Deem 
to determine in part the likelihood of congruence between outcome auid 
expectation. It had previously been pointed out (Pullen, 1977), in a 
review of the characteristics of innovations that stand out as affecting 
their implementation, that there are two which seem to be of prime 
significance. These are the a) explicitness or plans for explicitness 
associated with the innovation n.nd b) the complexity or degree of difficulty 
of change required by the innovation. Low explicitness was reported to 
load to user confusion, lack of clarity .and frustration on the part of the 
user. Ultimately of course this lead to a low degree of implementation. 
Both these factors were therefore investigated in the interviews held in 
both Phase 1 and Phase ?. schools.
3A  Social Systems
An analysis of the process of innovation in education using systems theory 
has been given by Havelock and Huberma.n (197°). A system has been defined 
by them merely as a set of elements related to each other. The relationship 
may exist on various levels from
(i) that in which the members of a system are only clearly aware of one 
another
to (ii) that in which the members constitute an educational innovation.
The model is described in some detail in the methodology which follows, 
where its use as a. heuristic foz’ the research is discussed.
Also in the following section ore models for the processes of decision­
making, intervention and organisational structures. These are based on
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work by Kelly (1978) on decision making, Argyris (1970) on intervention 
theory, and Handy (1976) on the theory of organisations. All indicate 
factors which may contribute to theories for action i. e. they include 
practical recommendations. In many cases these have been the basis 
for research investigations and all have been derived from extensive 
empirical studies.
3.5 Hocus of Research
It has been suggested earlier that the choice of research method should be 
related to the kind of question one seeks to answer. This idea meant that 
various methodologies were required to answer the various questions posed 
by the research team. In the early stages much time was spent on debating 
exactly which questions would be the most fruitful to tackle and what was 
the most appropriate method for tackling them. The members of the team 
were faced with a situation in which the activities they were to investigate 
had already started, and there was little chance that they might affect the 
course of events. They had to jump onto the 'bus' - but which bus, and to 
which destination? Although much time and effort were devoted to these 
problems in the early days, decisions had to be made quickly. The natural 
inclinations and backgrounds of the members of the team initially appeared 
to be very different, and it was a real puzzle to decide how to attack the 
problem of investigating such a large, amorphous exercise as that of the 
curriculum reappraisal programme.
Apart from considerations of ideology the range of questions which it was 
practicable for the research team at NWdMC to consider was inevitably 
limited by circumstances. A similar set of circumstances had also to be
taken into account in this investigation. Briefly these were a.s follows:
(a) The programme of curriculum reappraisal under investigation was
unique and,although the LEAs of five counties in England took part in 
it, the events viere only followed in one of those LEAs.
(b.i The reappraisal programme vías well under way by the time the research 
team vías .appointed.
(c) The time available to the research team for field work represented 
only a very small portion of the reappraisal programme.
(d) Only a. small number (seven/eight) of schools in the LEA was involved in
each phase of the project.
(e) The programme for the curriculum reappraisal which was the subject 
of the research enquiry was strongly related to its ovm context. Ho 
two LEAS and no two schools adopted exactly the same procedures for
reappraise. I..
(f) During the research, the research ream viere only minimally involved 
in development of the reappraisal programme.
Circumstances such a.s these meant that it was impossible to answer questions 
related to likely outcomes in other contexts, since the data which might 
lead to the appropriate generalisations was cl early not available. In the 
first place the vagueness of the programme, and the small size of the samóle 
prevented meaningful correlations being made of activities in relation to 
their context. .Secondly no variables could he consciously manipulated or 
controlled. This meant that comparisons with 'controls' were not feasible. 
Thirdly, it was not possible, in view of the proportionately short time 
available for field-work, to explore the longitudinal effects of the 
reappraisal.
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Consequently the project hod to investigated in its context as an 
individual event and heuristic maps were needed to chart the investigation. 
The research project which developed at NWltfiC investigated the impact of 
the project on both Phase 1 and Phase 2 schools in order to:
(1) assess the merits of the project's approach to curriculum review;
(2) examine aspects and outcomes of the LftA's interpretations of its 
role in the project;
and (j) identify factors particular to the schools which may affect 
their capacity to engage in curriculum review. (NWEMC, 1980)
Although again divided into three, the categories of questions which this 
research attempts to a.nswer have a different slant. They are:
(l) Assuming the reappraisal project may be regarded as a system, to 
what extent were the properties of an 'optimal' system found 
within the pattern of the project?
(?.) Assuming that the reappraisal project may be regarded as a problem­
solving process, to what extent were the properties of an 
'optimal' problem solving configuration found within the project?
(3) To what extent were the outcomes of a school's involvement in 
the project related to
(a) the pattern of the project?
(b) the procedural configuration of the project?
(c) factors particular to the school?
These questions offer nothing to indicate what is meant by 'optimal', with 
reference to either the pattern of the project or its procedural 
configuration. Ii'urthermore, the limitations cited above made it im­
possible to elucidate any generalisations of that nature from the evidence
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collected during the research project. To set up working hypotheses it 
wps, therefore, necessary to 'borrow' evidence and theories from other 
sources. From those a model for the reappraisal process was developed and 
a series of hypotheses generated which could be tested in practice.
The sources of information which were sought in the literature were 
principally those which in the first instance depended on the gathering 
of extensive empirical evidence, and secondly generated theories of a 
'practical' nature i.e. they offered prescriptive advice or optimal 
conditions for activities bearing some relationship to those found in the 
reappraisal programme. Such theories when gathered together served three 
functions (Hutton, 1969). Firstly they initiated enquiry and guided the 
subsequent research, i.e. they had a heuristic function; secondly they 
brought the mass of information collected into order, i.e. they orientated 
the enquiry, a.nd thirdly, they enable the mass of data collected to be 
reduced to a. series of simple statements i.o. they had a reductive 
function. This made it possible to focus on certain activities or factors 
of the reappraisal and to compare these with prescriptions from the theory. 
At the same time it was realised that such models and theories were 
only very 'blunt' instruments. They failed to take into account the 
different forms of knowledge which could be gathered about a topic 
(Oakeshott, 1967). There was for example a mass of 'technical' knowledge 
and information available about the programme; there was also 'practical' 
knowledge to be gained of the situation in which the programme was enacted. 
Any analysis also had to have regard for the very sensitive particulars 
of the actors and their immediate situation. This the broad theory could
Nor could, or should, such a theory be expected to give 'recommendatory 
prescription' (Cronbach, 1975) although, in several instances, it was 
hoped it might be possible to glean something from it which could later 
be used for guidance, simply because the theory highlighted some possible 
implications of undertaking a particular course of action. To make refined 
judgements about what action to take in particular cases,enacted in 
particular contexts,would need much more information than could be reduced 
to simple indicators. However set alongside an account of the way a 
particular group of people had confronted and tackled a problem or 
persuod a course of action, the theory did enable one firstly to look for 
connections between big problems and little ones and, secondly, to compare 
the immediate problems which people encountered with the recurring 
problems shared by others engaged in similar activities.
3.6 delated Theories from the Literature and the Development of a Theoretical 
Model
The theories which have been sought may be grouped into five themes:
a) systems and change
b) intervention and innovation
c) procedural configurations
d) decision-making
e) optimisation of systems and strategies 
a) Systems and Change
The background theory for this theme comes principally from two sources : 
Havelock and Huberman (1979) and Hutton (I969). These authors have been
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chosen because of the very extensive nature of their investigations plus 
their detailed analysis.
The basic premise of both is that humanity is always organising and re­
organising itself into systems and subsystems. The elements of a system 
always have some degree of unity, but this is flexible. Essentially a 
system involves a process, a route by which inputs may be absorbed and 
outputs generated. The system may be open or closed in that it may or 
may not accept inputs of energy or resources from its environment.
The ease with which systems can be changed or made to grow depends on the 
extent of their openness which in turn allows the rearrangement of internal 
elements, together with the easy and rapid flow of personnel and 
information. An incomplete system is indicated by disarray, confusion and 
conflict and demonstrated by the problems, needs and deprivation of a 
system. It may occur if certain elements are lacking, the system is too 
large or the elements are independant.
Several factors likely to induce a system to change are listed by Havelock 
and Huberman. Amongst them are new inputs from outsiders, failure to 
achieve equilibrium of the system, a change in process or configuration 
within the system, fusion with other systems, and innovation. Innovation 
implies a deliberate attempt towards improvement of the system. Thus 
change and innovation are regarded an different processes. Innovations 
initiated externally are denoted in this thesis as interventions.
These authors suggest that the process of innovation has certain requirement 
which must be met if it is to be successful. There has to be a sequence
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of events which starts with recognition of need and leads eventually to 
installation of a change. At the practical level there has therefore to 
be a group or set of people tied together by the innovation and a 
transformation of their ideas into resources, practices and institutions. 
This process also requires a problem solving sequence in which, firstly, 
needs are recognised and defined as problems, secondly, solutions are 
found and applied and, thirdly, needs are then satisfied. An innovation 
may therefore be itself regarded as a temporary system having both input 
and output. Although a system itself, an innovation is however always 
created within another system which produces inputs in terms of needs, 
objectives, personnel and resources and which absorbs the outputs of the 
innovation.
Since an innovation in this context is regarded as a system, it implies 
the existence of an organisation. An innovation therefore has a con­
figuration which may be visualised as:
People resources
Connections Output
Fig. 3.1. The Process of Innovation - inputs and outputs
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The processes involved are those which control the transactions of the 
system with elements from the environment, e.g. external values, pressures 
and resources, those which facilitate the achievement of goals, and those 
which maintain the system, such a.s the means of securing resources and 
accessing information (Hutton, I969).
The conditions which are likely to lead to attempts to create a new system 
and hence to innovation have been analysed by Havelock and Huberman (1977 }. 
3uch action may, they say, be brought about because of a breakdown in 
existing systems or because of dissatisfaction with them. However they 
stress that actions depends on the mobilisation of a concerned subgroup 
and the emergence of a leader from that subgroup. Leadership therefore 
becomes an area, for investigation in this thesis.
The input-out configuration of a system may be visualised by aid of a
diagram:
remote 
environment
r
inputs/ —
Fig. 3.2. The Input - Output Configuration of a System
f-ince inputs can come from many sources and be of many kinds, some element 
of input management is necessary. Firstly inputs have to be consistent 
with the needs of the system and therefore careful searching and scanning
outnuts
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for appropriate inputs is required. Inputs also need screening and 
critical evaluation, for they may have to he regulated and directed a.nd, 
in several cases, adapted to fit the system's needs. mirthermore, they 
have to be co-ordinated with the existing system -i.e. the regular and 
routine life of the'host'. It is observed by Havelock and Huberman that 
it is at this stage of integration that the most serious failings in 
innovations frequently occur. This finding is also verified by Gross et al. 
(1971) who cite the incompatibility of organisational arrangements as one 
of the moot likely barriers to implementation of a project.
Since inputs come from other systems Havelock and Huberman point out that 
the entries of these have to be timed, co-ordinated and matched with one 
another, a process entailing some negotiation. Extended negotiations, they 
say, may be good up to a point but can eventually indicate stalling or 
reluctance. The value of negotiations therefore depends on the quality 
of the input dialogue.
An innovation may be set up to achieve specified goals but that, they say, 
is a limited concept. The value of an innovatory system can only really 
be assessed by analysing the benefits and costs to all those concerned 
and these are not always easy things to measure. The difficulties point 
to the need to establish output dialogue, just as much as input dialogue. 
Only then is it likely that potential users and decision-makers will 
become aware of the more subtle implications of implementing the innovation.
The analysis based on the work of Havelock and Huberman also leads to the 
suggestion that there are certain key variables which are likely to be 
significant in determining the success or otherwise of implementing
oduc.itional innovations. Many of those key variables were investigated by 
Havelock and Hubcrman in their extensive survey of the literature on the 
implementation of educational change and innovation. From their model they 
were then able to explain why many problems occurred in implementing 
innovations, i.e. they were able to derive a theory of action. At the same 
time by using Lheir model in conjunction with empirical evidence they were 
able to provide many recommend a t i ons for those whose task it is to implement 
innovations i.e. they also derived a theory for action. Many of the key 
variables which they identified as significant in determining the eventual 
outcome of an Innovation are included amongst those I investigated during 
the reappraisal programme. These are reported in the following chapter of • 
this thesis.
In summary, questions generated from the application of systems theory to 
the process of reappraisal includes
1) Indentification of the inputs to the process.
2) To what extent do the inputs match the needs of those undertaking the
reappraisal?
3) Are the inputs co-ordinated with the regular and routine life of the 
'host' school?
4) What arc the benefits of the reappraisal programme for the 'users' and 
'decision - makers'?
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b) Intervention and Innovation
Since the occasion on which Mr James Hamilton, then Permanent Secretary 
to the DBS, gave his speech in June 197& to the Association of Education 
Committees it has become increasingly apparent that the education system 
in the country was to be subject to intervention from various quarters.
The reappraisal programme, promoted by HMI and adopted by LEAs represents 
an example of intervention. The methods by which curriculum projects; and 
innovations may be evaluated have been the subject of much discussion and 
debate as we have already seen. Curriculum interventions are not however 
so numerous and the methodology for their evaluation has not been so 
extensively examined. The problem which therefore has to be considered is 
how to judge the effectiveness of an intervention, which may or may not 
lead to innovation. The theory used here is adapted from Argyris (I970).
Intervention is said to occur when people from outside enter an establishment, 
in this case a school, to work with the members of the establishment, their 
groups, and the physical objects of their environment, for the purpose of 
helping them to operate competently and effectively in some particular 
field. It is assumed that the school normally exists independently of the 
intervenor(s) and that members of the school collectively or individually 
need help. The intervention may be connected to a variable extent with a 
source of external pressure.
One possible reason why intervention may occur, as may innovation,is as a 
result of dissatisfaction, or where there is a mismatch between observed 
and expected or desired outcomes of an activity. The dissatisfaction, and 
hence perception of a problem for which a solution is sought, may come from
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any Level within the school or from an external source. The autonomy of 
the school from the source of induced pressure may vary, and so may the 
ability of the source to influence the attitudes or behaviour of members 
of the school. The objectives of an intervention indicate the extent to 
which the school has, or is allowed, autonomy fron the intervenor during 
the intervention. At one extreme the purpose of the intervention may be 
to aid the trachers in the school in making their own decisions; at the 
other extreme the intention may be to coerce teachers into doing what the 
intervenor wants them to do.
Argyris suggests four criteria which may be used to assess the effectiveness 
of a particular intervention. These are:
i ) The extent to which valid information is generated and made
available
i.e. information generated must not only be valid but also useful. It will 
be useful if it accurately describes the factors, and their relationship 
which create the problem the school is trying to solve. It will be valid 
if it is publicly verifiable (or ca.n lead to valid prediction of or control 
over phenomena, .although neither of Lhese tests is commonly applied in a 
school situation). The information generated can be classified as
I I f  tobservable or inferred. The former includes physical objects and phenomena 
which have been observed and can bo verified directly. The latter includes 
norms, strategies, and assumptions which can only be interpreted by 
reference to a. conceptual scheme or framework. Verification of the latter 
depends on the extent to which conceptual frameworks are shared, and the 
probability of obtaining valid information may therefore be reduced. 
Information of the inferred category concerning attributes of an individual 
or evaluation of behaviour is, according to Argyris, most likely to contribute
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Information generated must furthermore be comprehensible and capable of 
be in," manipulated by the school. Member.; of the school cannot be expected 
to solve a, problem if the implementation of necessary decisions is beyond 
their control. The cost of the enquiry in terms of time, effort and 
resource;; must obviously not bo beyond the capacity of members of the school.
ii) The extent to which the choice between decision alternatives ca.n 
be made freely, with minimal prejudice or bias, to achieve the 
objectives and satisfy the needs of all the members of the school. 
In order to have free choice in a decision a person has to have a mental 
picture of what he wants to do. He therefore has to be clear about 
objectives he wisher: to achieve and has to be able to select the 
alternative with the highest probability of succeeding. Responsibility 
for the decision is accepted by the person. Kree choice implies that as 
many alternatives as required are explored and that the one selected is 
central to the needs of the situation and the individual. The act of 
selection is not normally accomplished by any rational-algorithmic 
process lending to optimisation or maximisation of variables, but occurs 
by imagining possible solutions and examining them to see if they will 
'fit'or if they are 'woi’kable'. Conditions in which the most creative 
solutions are likely to be generated are that the widest possible range of 
alternatives is considered and that the usual filtering or censoring 
judgements on workability or suitability ¡ire temporarily suspended. Thus 
to bring about a change in practice the norms and theories of action of 
the school and the individuals in it must be examined so that inconsistences 
can be resolved and new norms, together with their appropriate strategies
to To a m  in," when generated by the individual h i m s e l f  or herself.
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and assumptions, can bo established. Only in this way can a solution be 
■arrived at and a decision made and implemented in such a way that the 
problem is unlikely to recur unless the environment changes.
iii) The extent to which the action or decision that has been taken 
is one to which the teachers are internally committed.
This form of commitment is self-maintaining and independent of the source 
of influence. Mechanisms for influence vary with the source of power to 
influence the individual. They range from compliance, i.e. the following 
of rule: and procedures laid down externally, to internalisation, i.e. the 
adoption of an idea as one's own. Strategies and tactics for applying 
influence also vary with the source of power to influence. They ra.nge from 
the use of force to persuasion. Interna.! commitment, being self-maintaining, 
will last after the intervention has been withdrawn.
Participative decision-making implies that the source of power or p.uthority 
derives from acknowledged expertise, the influence is by persuasion, and 
response by internal commitment. It implies flexibility and the freedom 
to reject influence.
iv) The requirement that existing levels of competence and 
effectiveness in the school are not impaired.
The competence of an establishment is judged by how well it accomplishes 
the activities in a manner which is judged effective over time and in 
different conditions. The effectiveness indicates how well the school 
accomplishes these activities in a given situation.
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The reappraisal programme has already been described as an example of an 
intervention. Based on the above theory the questions which may be asked 
of that programme therefore include:
1 To wha.t extent were teachers aware of the focus of the problem 
central to the intervention?
or How clearly were the aims and purposes of the enquiry perceived?
2) To wha.t extent was the information generated valid? 
i. e . What was :
a) the subject matter on which information was 
generated and the category to which it belonged?
b) the extent to which the information was 
verified publicly?
c) the level of understanding of information generated?
d) the extent to which the information was used 
or judged usable by the teachers?
3) a) How precise were the statements of curricular
aims and objectives produced by the teachers? 
b'i To wha.t extent were these aims and objectives 
verified publically?
c) What curriculum decision alternatives were
considered?
i'r) How congruent were the 'whole school' and 'individual' practices, 
policies, assumptions and norms of behaviour?
5) What mechanisms, method and source of influence were applied in 
the reappraisal programme and what was the mode of adaptation of 
the teachers to them. i.e. to what extent were people individually
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committed to the enquiry?
6 What was the cost of the enquiry in terms of time, effort,
resources and loss of effectiveness of the school?
c Procedural Configuration
The procedural configuration defines the proposed structure for the 
sequence of actions incorporating definition of a problem, the 
subsequent search for possible alternatives for action and the eventual 
implementation of a. satisfactory solution. If this is neither 
sufficiently developed or reliable to service the demands which arise 
during a project then major difficulties have in many cases been found to 
occur (H.avelock and Hubcrman, 1979)* demands may simply not be met or 
may become adapted so that they become more compatible with existing 
rules, norms and expectations.
The existence of an established infrastructure (or infrastructures) may 
also reduce the projected rate of change and the magnitude of its impact. 
The infrastructure can be protected by reducing the demands to those which 
can bo serviced in the usual way. Individuals in the administrative 
system then avoid having to adopt unfami1iar roles or operate in areas 
of uncertainty. Neither individuals nor social, cultural, or political 
systems appear to be willing to set themselves goals which would take them 
too f;v” from their original structures. Planned change tends to be 
conservative ; its primary function is to integrate new and old.
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The pattern which often rooms to emerge in implementing problematical 
innovations is therefore as follows
Pressure for innovation due to dissatisfaction or change in 
existing arrangements or practices
4/
Decision to undertake innovation project 
Planning and execution (probably on a Large scale)
Two immediate outcomes are then likely to occur: firstly, overload of the 
infrastructure, and secondly, demands for co-operation and compliance 
with the aims of the project. These, together with the advent of 
unforscen events, moan tha.t the short-term outcomes of the project may be 
delays or passive resistance. In the long-term the project may be 
reduced in scale or swallowed up in traditional structures. Many studies 
of tho change process, not only in education, but also in other fields 
are available, e.g. McDonald and Walker (1 9 7 6 ). All point to the fact 
that schools have not boon transformed by the efforts of professional 
innovators. As we have seen the research of the Schools' Council has 
revealed just how few of their own projects are in current use (Steadman 
and Lacey, 1 9 7 8 ). Most of these projects were initiated at the national 
level and the pattern outlined above for problematic innovations would seem 
to be characteristic of them.
The scale and ambitions of a major innovative project places heavy demands 
on procedural structures for its implementation. Where insufficient or
unreliable procedures are available, one of a range of option choices 
may bo made:
a) the rise and ambition of the project may be reduced j 
b' tho project may bo implemented, but rely heavily on the energy 
and commitment of the leaders involved;
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c) external aid may be offered, the timing and distribution of 
which may vary;
d) resources and trained personnel from another area may be 
allocated to the project.
The questions which relate to the re—appraisal exercise are therefore, 
firstly:
1 . to what extent was the procedural configuration for the re—appraisal 
developed and reliable?
and
2 . if insufficient or unreliable procedures were available how was the 
programme adapted to cope with these?
The procedural configuration may itself be seen to comprise three different 
consecutive processes. The three models shown below have been developed 
to illustrate these components.
Fig. 3-3.
(A) Configuration for the clarification of goals
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(b ) Configuration for policy decision-making
(C) Configuration for the building of solutions
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These three configurations apply to any problem solving process. They 
may equally well be applied to both the Curriculum Reappraisal Group 
project, and to the solving of Curriculum problems by the introduction 
of an innovation.
From Configuration (A) the following questions have been generated:
1. To what extent were the needs of all groups concerned specified in
detail?
2. What criteria were specified to establish the extent to which it 
might be judged that the needs had been met?
3. To what extent were the needs being met before the programme was 
implemented?
4. What goals were chosen for immediate action and to what extent was 
that choice open to negotiation?
For Configuration (B) the single most important question to ask is whether 
or not any alternatives for action were made available. It soon became 
apparent that, although schools were encouraged to adapt and modify, if 
they wished, the project materials introduced into the school, no alter­
native methodology or materials were actually made available. It has to 
be assumed therefore that the procedures of Configuration (B) were not 
undertaken. The materials were introduced as the materials of the project.
Configuration (C) raises questions related to the resources which were 
made available and the evaluation of outcomes in termB of both costs and 
benefits.
Evidence on these points has been examined and is discussed in the 
chapter that follows.
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d) Decision-Making
Within any of the process included in the procedural configuration 
decisions are required. However it is impossible, logically, to deduce 
a theory which will arrive at a solution from a definition of a problem. 
One can only imagine possible solutions and possible means of achieving 
them and see if they fit the requirements. In other words one may imagine 
oneself doing certain things, carrying out certain actions and working 
out the likely consequences to see if they are satisfactory. A relevant 
example is available in the literature. To determine how well individual 
teachers thought a given solution fitted with the requirements of teaching 
science, Kelly (Harding, 1978) proposed the use of four dimensions. The 
dimensions which Kelly gave were:
(i) dissatisfaction with present practice.
(ii) acceptability.
(iii) relevance, and feasibility.
The extent to which these dimensions were evident in the reappraisal pro­
gramme have therefore been assessed.
Galbraith (19T3X c o n t r a s t ,  presented an analysis of the factors 
involved in group-decision making. H e listed a number of factors 
likely to affect the effectiveness of the process. If his hypotheses 
are to be accepted then the following questions must be answered:
(i) What is the perceived reward/benefit of participation, how 
important is it and how is it to be evaluated?
(ii) How is the assignment presented to the group and by whom?
(iii) To what extent do the participants have/receive information relevant 
to the decision they are required to make?
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(iv) Who is envolved in making the decision?
(v) To what extent are decisions made in the programme likely to under­
mine the normal decision-making procedures in the school? Are 
they therefore threatening?
(vi) To what extent is possible conflict over the decisions resolved?
(vii) To what extent is consensus reached on the decisions?
(viii) By what means are decisions in the reappraisal programme influenced?
Questions such as these were important in the investigation of the 
initiation and implementation of the reappraisal programme in the phase 2 
case study school.
e) The Optimisation of Systems and Strategies
The model developed here for the reappraisal programme has four major 
components namely infrastructure, authority, consensus and resources.
These overlap and are therefore not exclusive; nor are they likely to be 
exhaustive. The model is represented diagrammatically on the following 
page. Each of the four factors was investigated in the reappraisal pro­
gramme, principally through analysis of interview transcripts. In all 
cases the convergence or divergence of comments from various sources was 
carefully examined, and opinions gathered from teachers, LEA advisory 
staff and HMI are compared and contrasted in the study which follows.
One factor does not appear on the diagram. This is the scale of the pro­
ject. Again returning to Havelock and Huberman, it would appear from 
their evidence that if the relationship between the Beale or ambition of 
a project and the ability of the procedural configuration to comply with
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Fig. 3-4
Model of Innovative System
A. Infrastructure B. Author!tv i leadership —  ■' (. control
ensures processes 
efficiently ^  
carried out s'
people who make sure 
 ^ processes occur
N.
Definition 
of needs
^ Analysis 
~ o f  problem
Processes
' Application^ 
\ of solution
'Y
Choice of 
solution
--- , ,, *-----
C. Resources A . Consensus
provision/distributior 
of materials from 
proximate and remote 
envi ronmen t s
agreement with 
goals and means
the demands outlined above is a factor in determining the type of 
implementation undertaken, then that must also affect the eventual out­
come of the project. The scale of a particular project they relate to 
two factors.
Firstly, there is the physical size of the project in terms of the number 
of people involved, the allocation of resources, and the 'linkage1 
mechanisms, i.e., the co-ordinating arrangements, plans, committees, com­
munication routes, etc., which are set up. Secondly, there is the extent
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to which a change in role or behaviour is required. Radical change, even 
if only a few people are involved, might constitute a major innovation 
if it became established but in general major projects are generally 
assumed to be those in which both elements are significant. Both have 
been assessed in the reappraisal programme.
The manner in which a proposed project is introduced would also appear to 
be significant, and raises the following questions:
1. Is there powerful pressure from outside?
2. Are rapid reforms required?
3. If so
a) Is a pilot project ruled out (because it would take too long 
to implement, evaluate and draw conclusions)?
or
b) Is the project imposed from above (with the result that it 
promotes opposition and hostility rather than support, 
irrespective of the value of the innovation)?
In a small scale project the infrastructure may be expected to be less of 
a problem. At local or subject level it is easier to see what needs to be 
done, to collect appropriate information and to make the appropriate 
decision. Most people are close enough to the project to understand what 
is needed; communication is not a problem. Key personnel are likely to 
stay until the project is implemented if it takes a relatively short time.
A. Infrastructure
The efficiency with which any problem is solved, any need or desire 
met, depends on the mechanisms which are used in the total process.
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Havelock and Huberman list four components which are required of an 
efficient infrastructure. These raise the following questions.
To what extent is there
1 ) correct definition of the needs, i.e. the aims or purposes of 
the project?
2) a correct analysis of the problem, i.e. the reason why the pro­
ject is being undertaken?
3) a solution which is both appropriate, i.e. it is acceptable and 
suitable, and also feasible, i.e. funds, equipment and personnel 
are available?
4) implementation which is rapid and reliable, i.e. is there time 
to organise meetings, are infrastructures clear, is literature 
available, do materials arrive on time? To what extent do 
difficulties in this area seriously interfere with the effect­
iveness of existing activities?
B. Authority
Authority gives energy and direction to a project. Relevant questions 
include :
To what extent
1 ) are appropriate people available to ensure that the procedural 
configurations and conditions listed above actually occur?
2 ) is control or leadership stable and reliable to ensure that the 
plan on which the innovation is based is followed?
Those is authority are accepted as being able to influence members or 
individuals. The distinction used here between influence as an active
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process and the passive ability to influence derived from power or 
authority is derived from C. Handy (1976). Sources of power he 
enumerates as:
the power of a superior force; 
the power implicit in contracts or the 
power to give rewards;
legal or ligitimate power deriving from a 
role or position held;
vested in an individual because of his or 
her acknowledged expertise; 
charisma or popularity;
refers to the use of power outside its agreed 
domain and is usually regarded as illegitimate. 
It is the capacity to stop things happening, to 
delay, distort or disrupt events.
(i) Physical 
(ii) Resource
(iii) Position
(iv) Expert
(v) Personal 
(vi) Negation
These he links to the methods of influence, i.e . the use of force, 
the striking of bargains, adherence to rules and procedures, per­
suasion, environmental control, and personal magnetism. The 
implications are, firstly, that the appropriateness of a given method 
depends on the source of power, and, secondly, that the mechanism by 
which an individual responds to influence is likely to be related to 
both the source and method of influence. The three mechanisms given 
by Handy are:
(i) Complaince: i.e. the recipient agrees to be influenced
because its worth his while to do so. The 
use of force, bargaining procedures, and the 
application of rules and procedures usually 
bring about compliance;
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( H )  Internalisation: the recipient adopts the idea or proposal
as his own. It is a commitment that is self- 
maintaining and independent of the source of 
influence5
(iii) Identification: the recipient adopts the idea or proposal
because be admires or identifies with the 
source j
Hence it was asked:
To what extent did these mechanisms operate in the reappraisal pro­
gramme?
Small projects, generally school based, depend heavily on the leader­
ship within the school. Some schools have recently made senior 
appointments of teachers with special responsibility for co-ordinating 
and guiding curriculum - curriculum co-ordinators or curriculum 
development officers (A.V. Kelly, 1977). The person appointed may 
co-ordinate development across the curriculum, organise support from 
outside agencies and help to set up curriculum review or study groups 
in the school. However, those in authority in a given organisation 
also have a 'holding' or 'containing' function (Richardson, 1973); 
they maintain a balance between groups or persons. They do not 
usually have the power to upset that balance drastically by promoting 
major changes. Furthermore, they have to live with and deal with 
difficulties encountered daily in implementing innovations and are very 
aware of the discomfort and conflict of some of those involved. Hence:
Who was appointed to lead the project in the schools, and what was 
their function?
-95-
It has been suggested that difficulties encountered in curriculum 
projects have occurred as a result of the different views and def­
initions taken by different bodies of people in them (Shipman 1972 
and 1973) Recognising that for many curriculum innovations, a gap 
has existed between the ideals of the planners and the realities of 
the work in a classroom, the term 'curriculum negotiation' (McDonald 
and Walker, 1976) has been applied to the process by which the two may 
be brought closer together. When or if consensus is achieved, the 
people involved then agree with the objectives of the project and with 
the way it is being carried out. In a large scale project stemming 
from an urgent need it is not always possible to wait until such agree­
ment is obtained. Consensus may be assumed. However, even if consensus 
is obtained at the outset, it may not be maintained over a long period. 
The main difficulty occurs because one group of people often has to 
determine the activities of another. This may generate mistrust and 
result in minimum feedback about the effectiveness of a project.
People do not easily allow others to have control of their affairs, 
especially over long periods but the alternative, in which authority 
devolves to all parties, may be too slow moving to avoid discontent 
and conflict.
The conditions likely to be faced by the innovators are therefore
(i) discrepant views on the cause of problems, on the change
required, on values, and on the interpretation of behaviour;
(ii) marginality, ie. the the innovator, or professional change
agent, is often a member of two different groups. One group
C. Consensus
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is that of the participant, the other, that of the professional 
innovator, or consultant}
(iii) perpetual mistrust engendered by a feeling of ineptitude and 
lack of self-confidence in a unfamiliar role or situation;
(iv) minimal feedback about effectiveness, particularly when these 
involve negative feelings about the innovation.
From the users point of view (Fullan, 1972) there are a number of 
implications, to which due consideration should be given:
(i) the need to negotiate values, goals, and the reasons why 
change is required;
(ii) the extent to which a change in role or behaviour is required 
in the innovation;
(iii) the time, resources and other supports required for learning 
the new role or behaviour;
(iv) a realistic assessment of the conditions and expectations of 
user performance}
(v) knowledge and understanding of the various components of the 
innovation, its philosophy, values, strategy, objectives and 
subject matter.
Without these consensus is not likely to be achieved. Difficulties 
in this area are likely to become more of a problem in a small scale 
project. Fewer people are concerned but, if opposition occurs, fewer 
will be needed to hold up or reject an innovation!
D. Resources
Connections to sources of professional knowledge and expertise, 
technical facilities, good communications and financial support would
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all seem to be necessary for effective implementation of a project.
The question of time available within a busy organisation is likely 
also to be crucial. The way in which time is structured within a 
school and the way in which unstructured time becomes subject to part­
icular demands at certain periods in a term or an academic year may 
affect the ability of some people to become actively engaged in major 
projects. However, creating time does not necessarily require more 
money and,even within an existing schedule, time for dealing with 
problems which arise during an innovation can be established if 
they are seen as crucial for effective action.
In summaiy, the features required for effective implementation of a
major project maybe listed as:
a) the existence of a cohesive but differentiated infrastructure 
to service the project efficiently;
b) a realistic assessment of the cost and benefits of the exercise, 
including the capabilities of the schools and local authorities 
to undertake the exercise;
c) the ability to allocate resources, i.e. funds and expertise, 
to the project at critical times;
d) prior experience gained in similar projects, on a pilot project, 
or through contact with people who have worked on projects of a 
similar nature and who may be able to anticipate and reduce 
difficulties.
The components of the infrastructure furthermore imply that various 
conditions are met, namely that:
1) The information needed to understand the relevant factors is:
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available, 
understandable,
usable, i.e. factors are within the control of the 
participants;
2) the cost (in terms of time, people and resources) is not too 
great}
3) the solution is found and implemented ir such a way that it does 
not recur, i.e. participants believe in and are committed to the
project;
4 ) the project is implemented without deteriorating the existing 
level of competence of the individuals or systems involved.
The extent to which these optimal conditions and factors exist within 
the curriculum reappraisal programme is discussed in the following 
chapter.
Lastly there are four further factors which would seem to be important 
but which cannot easily be related to this particular model. They are 
the strategic style of the innovation* the level of participation in 
in the project, the concerns experienced by individuals in the project 
and the organisation of the participating school.
E. The Strategy of the Project
In 1969 Havelock reported an analysis of the literature on planned 
change and innovation. He identified three predominant models for 
innovations which he called 'Research, development, diffusion',
'Social Interaction', and 'Problem Solving' (Havejock, 1969). These 
configurations were confirmed four years later in a report of innov­
ation patterns in 350 Bchool districts in the U.S.A. (Havelock and
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Havelock, 1973)* Working independently Chin and Benne derived three 
similar models of the change process which they labelled 'rational- 
empirical' , 'normative-re-educative' and 'power-coercive* (Chin and 
Benne, 1969)-
Later, in 1977, Havelock and Huberraan (Havelock and Huberman, 1977) 
reported five strategy factors:
(i) Participative problem solving,
(ii) Open Input,
(iii) Power,
(iv) Diffusion,
(v) Planned linkage.
An attempt has been made to assess which is the predominant strategy 
operating in the reappraisal programme, and the effect this has had on 
the process. The means for doing this and the conclusions are reported 
later in Chapter IV.
P. Participation
An innovative project is ultimately intended to benefit people and, 
since people are often organised into systems, the system should 
therefore benefit also. A project, though, may not provide the benefit 
directly. It is often supposed to bring about an 'improvement', a 
change in the way a system operates, so that benefits will eventually 
occur for the people in the system. All the members of the system 
thus have an important stake in the decision to undertake a project and 
in determining what they see as a benefit to themselves. The best 
projects seem to balance benefits and costs so that they achieve the
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greatest benefits for the largest number of people with the least 
associated costs. The position of balance may not always be easy 
to decide, since what may benefit one group may at the same time cause 
extra work or less benefit for another. It is most unlikely that a 
project will be fair to everyone. Hence the pattern of participation 
is crucial to the eventual outcome. There is another reason, too, why 
participation is central to a discussion of the implementation phase 
of the project. Repeated analysis of the processes of innovations 
have shown that the eventual outcome depends on the involvement, actions 
and motivation of many people who may not even be the beneficiaries of 
the project. A system ideally represents the collective actions of a 
group of people. The necessity of participation is obvious if the 
actions are to be truly collective. Full participation may be an ideal 
which can never be achieved; some people will participate relatively 
more than others. The extent to which people participate will also be 
interpreted by different groups or people in different ways. It is 
not an absolute concept.
The problem of participation is complex, and has a number of dimensions. 
There are the questions of who participates, and wht are the problems 
in participating in a project. To what level do people participate and 
by what means do they become involved? What is the form of leader­
ship in the project?
Regardless of the 'political' system or the prevailing economic or 
employment situation, all societies contain hierarchies of some sort 
another. The major function of the hierarchy is to substitute for 
participation. It is obviously impractical to have vast numbers of 
people involved in the control or management of a system and some
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tasks at the different levels of a hierarchy will require particular 
skills or experience. Decisions are therefore often taken by the 
few, rather thai the many. Hierarchies may vary in strength and 
stability. Within a hierarchy there may be several sub-hierarchies. 
Connections between groups or hierarchies are the means by which 
commuiication is made and these may tend to distort information, 
particularly if this involves negative feedback. The control of, or 
access to, information is the prerogative of key persons in the 
hierarchy.
The introduction of a major project into a web of overlapping
hierarchies such as the educational system, or a school,
disturbs the existing pattern of internal connections and cohesion.
For example, those who have the highest status in the existing hierarchy 
generally negotiate with their counterparts in the project to establish 
who on a day to day basis will take responsibility for the project.
This pattern was clearly seen in schools in the Curriculum Reappraisal 
exercise. The Heads of most of the schools were themselves too busy 
with many other things to be directly concerned with the project. As 
a result a Deputy Head or another senior teacher became the school 
co-ordinator for the project. Through these persons most of the 
information about the project was both fed into the school and 
released to the world outside. At the lowest level cf the pyramid were 
to be found practitioners and the 'users' of the project, which may 
actually have been designed for their benefit. But it is at the lowest 
levels that the strength of the connections is likely to be least and 
the sense of cohesion weakest!
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People may become involved to very different levels in a major 
project. An attempt to provide a classification of these levels was 
made by Havelock and Iluberman who listed the following six levels':
a) Awareness; to know that something exists.
Without awareness there can be no participation.
b) Being informed; to have knowledge of the goals of the project, 
who is involved, what is being done,etc.
c) Representational consent; participants select those who will be 
involved in the project (including themselves).
d) Direct consent; participants decide that the project shall be 
undertaken.
e) Vicarious consent; participants have knowledge of all major 
decisions and are in agreement with them.
f) Full participation; participants are full members of all groups 
making decisions for the project. Only those who direct a 
project and their close associates are likely to reach this 
level.
G. Concerns about the Protect
The concerns and anxieties experienced by individuals in an innovative 
educational system have been classified by various authors in a number 
of ways. Basically it is the method by which they have been interpreted 
which gives rise to the classification. That can, fcr instance, be 
psychological, depending on the personality of the individual concerned; 
it can be structural depending on the environment of the individual and 
its role in the organisation in which the innovation is implemented; 
it can be interpreted, depending on the perception of and by the 
individual of his motivational needs in relation to the project; it
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can, in the action frame of reference, depend upon social interaction 
which modifies or transforms the socially constructed meanings of 
action; it can also he longitudinal in the sense that anxieties and 
concerns may vary according to the stages of an innovation. Of course, 
at any stage, anxieties or concerns may or may not give rise to actual 
resistance or opposition to a project. For example, Bennis (19 6 9) 
describes the level of response,varying from 'opposition' to 'support' 
or 'embrace' of a project, as a variable which depends on four other 
dimensions, viz. the ambiguity of the innovation, the ability of an 
individual to control his environment including the innovation, trust 
in those organising the innovation, and the intensity of the research 
behaviour (i.e. the extent of self-understanding and communication). 
These in turn depend on other factors, such as the availability of 
information about the project, the degree of participation in the 
project, and the situation of the organisation in the larger society 
outside.
Lippitt (1973) lists a number of conditions which may cause resistance 
to an innovation;
1. When the purpose of the innovation is not made clear.
2. When persons affected by the innovation are not involved in 
the planning.
3. When an appeal for the innovation is based on personal reasons.
4. When the norms and assumptions of individuals are ignored.
5. When there is poor communication regarding the innovation.
6 . When there is fear of failure.
7. When excessive stress is involved.
8 . When the cost is too high or the reward inadequate.
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9 . When anxiety over personal security is not relieved.
10. When there is lack of trust and respect in the initiator.
11. When there is satisfaction with the status quo.
In his study of intervention theory, Argyris (1970) points out that in 
an environment which is low in openness, trust and risk-taking the 
Participants will tend to he wary; during an innovation project they 
may have all their 'carefully huilt, cautiously-nurtured, and brilliantly 
hidden' defenses made ineffective. This would leave them with little 
'protective covering'. Argyris goes on to say, though, that resistance 
to change may also develop for another reason, related to the values 
of the management team in the innovation. He cites nine studies 
which show how Important those values were in defining strategies and 
processes in an innovation. In the particular example he draws on, 
executive emphasis on objectives and rationality led to assumptions 
that the project should be introduced in terms which showed how it 
fitted in with the existing objectives of the organisation and what 
advantages the activity was likely to offer. Those who were to use 
the project saw this strategy as an implication that they were not 
actually achieving their objectives or trying out new practices 
themselves. In turn this led to mistrust and condemnation of the 
project, plus inhibition of the questions and fears which many might 
have wished to raise before being 'sold' the project. It also 
resulted in a feeling of being manipulated,by the fact that the 'users' 
were not privy to the planning of the project, and a dependance and 
submissiveness caused by the unnatural management strategy. Such an 
uncomfortable situation was unlikely to be discussed openly and, 
therefore, a state of tension was established. The response from the
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management was to bring in new controls and organise additional 
activities. Coercion of the users increased feelings of distrust 
and tension which could not be suppressed for long. The consequence 
was eventually an active or passive resistance which took the forms 
of open opposition and non-participation. This example is quoted 
at some length because it does seem that there are unfortunate 
parallels in the curriculum project under investigation. Before 
evidence on this point is presented however, the analysis should be 
completed by referring to the 'concerns based' approach of Hall and 
Loucks (1978). In their theory, derived from empirical studies of a 
series of educational innovations, the concerns are related to the 
'stages' of the innovation. These are:
(0) Awareness: Little concern, non-involvement;
(1) Informational : Concern centres on the nature, impact, 
demands of the project;
(2) Personal: Concern about their own competence and 
capabilities;
(3) Management : Concern about tasks, processes, scheduling, 
time demands;
(4) Consequences : Concern about the impact of the project;
(5) Collaboration: Concern about co-ordination and co-operation 
with others;
(6) Refocussing: Concern about outcomes, improvements for 
project methodology.
None of these is experienced, according to Hall and Loucks, in a 
particular order, but their intensity are generally related to the 
phases of the project. Stages 0, 1 and 3 are most intense during the 
initial phases, 3 is most intense at the beginning of implementation 
and 4 , 5 * and 6 are most intense in the later phases and during
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review of an innovation.
H. The School Organisation
It has already been noted that an innovatory system is transitory 
and that it always exists with another system, or 'host', which 
provides inputs and absorbs the outputs of the innovation. The 
functioning of the procedural configuration of the innovation must 
therefore depend partially at least on the functioning of the 'host'. 
The criteria by which a system, in this case the host, can itself be 
judged to be effective have been identified but those which are likely 
to affect a school's functioning as a 'host' for an innovation have 
not. The analysis is based on a paper by Dr. R.Harrison (1972) in 
which he attempts to delineate different organisational ideologies and 
to establish to which any organisation belongs. The four ideologies 
are power, role, task and person.
Schoolshave been characteristically described as bureaucracies with a 
'role' ideology. The accompanying structure can be pictured as a 
greek temple:
The organisation rests on its pillars, its departments. These are 
strong in their own right and the boundaries between them are well 
defined. However, the teachers (see Chapter IV.C) showed that the 
characteristic features displayed by this type of structure were not
-107-
those most favoured by most of the staff. Neither were those of the 
'power* structure in which control is asserted by the centre.
The two almost equally favoured ideologies were the 'task' and 
'person', graphically displayed as:
Task
(net)
Person
(cluster)
The 'task' structure is job or project oriented. Some strands of the 
net may be stronger than others, denoting lines of authority. 
Influence is based on expertise. It is a team culture, unifying 
groups and individuals. Individuals exert a high degree of control 
over their own work, and have easy working relationships, but control 
is difficult. It is usually exerted through assignment of projects, 
recruitment of personnel, and allocation of resources. When resources 
are plentiful it thrives, when they are scarce it frequently changes 
to a 'power' or 'role' culture. In a 'person' culture the individual 
is the centre point. Control mechanisms are impossible except by 
general consent. Influence is shared and based on expertise. 
Individuals often prefer this ideology and those that do are not easy 
to manage. They are specialists who do not wish to interfere with 
others nor do they wish to be interfered with.
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Summary
The general models described here for project patterns and procedural 
configurations can he seen to have many dimensions. Situations are 
complex, innovations are complex, and the theory is complex (maybe 
complicated is a better description). Many factors have been identified 
which may or may not have a significant effect of the process and out­
comes of the reappraisal programme. To ignore these would be to ignore 
the social and political context of decision-making. The processes which 
take place during innovations may have been devised by people for other 
people to use in different environments, but they may not 'work' in 
different circumstances. The questions which may be derived from these 
factors depend quite simply on two hypotheses:
1. That the factors which have been identified or postulated actually 
exist and the events occurred.
2. These factors and events had a significant effect on the reappraisal 
programme and for the process of reappraisal and/or its outcomes.
The method by which these two hypotheses may be tested however depends 
on the nature of the particular factor under investigation. Thus it is 
a relatively simple matter to find out, in quantitative terms,who was 
involved in the reappraisal programme and who attended what meetings, etc.
A more qualitative approach depending on observations and discussion is 
however likely to be necessary to establish the level of participation of 
an individual in the programme and to elucidate the concerns or anxieties 
experienced by that individual as a result of the programme. Nevertheless 
this section, and the theory it contained, was a very useful "aide mémoire" 
for defining detailed research questions.
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3.7 The Methode of Collecting Data
A multifaceted research approach has been used throughout the field-work. 
It incorporates both quantitative and qualitative techniques. As 
Stenhouse (1980) has observed, this means it "may allegorically be thought 
of as a two-headed animal", especially as it focuses on both product 
and process models. Perhaps another way of looking at it is to regard 
the approach as just one dimension of research design. A second dimension 
could be the nature of the questions which are asked and a third the 
resources available in terms of time, effort, and money, for the research.
The early work of R.A. Firher (1953) presented very clearly the idea that 
random sampling offered the opportunity to calculate errors and hence to 
make generalised predictions based on the mathematics of probability. In 
its elegant simplicity this idea was introduced into education and it 
became the cornerstone of investigations into education in the 1950s 
(Hogben, 1972). Sometimes the results may have seemed clear but attempts 
to use this method to guide the choice of school curricula and teaching 
methods exposed its limitations. The problem was not merely technical, 
a matter of sharpening the analytical tools, it was intrinsic to the 
nature of the questions asked. There were also problems such as the 
Hawthorne effect, the Placebo effect and many influences described 
gpnerfcalfy as 'reactive' (Webb et al., 1 9 6 6) which occurred because research 
procedures distorted the observations they were trying to make. Further­
more, statistically significant preferences for one particular action often 
meant that a substantial minority might suffer from recommendations which 
actually produced worse outcomes than they would have encountered as a 
result of an alternative less favoured action.
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Paced with these problems evaluators resorted to alternative strategies. 
Some (e.g. Campbell, 1975) wanted to test the theory underlying innovation. 
They sought primarily the means of establishing the causes of the changes 
that occur during an innovation. Others (Cronbach, 1978,19 8 0) were more 
concerned to predict the consecpences of the various decisions entailed 
in implementing an innovation. The latter were therefore closer to the 
illuminative evaluation camp of Parlett and Hamilton (1972) which aimed 
to construct a model for research in the decision-making process itself.
The method by which the evidence in educational research is obtained is 
also open to alternative approaches. Some, such as Stenhouse, (19 8 0) 
advocated the study of cases, instances of action occurring in an 
individual or particular setting, while at the same time acknowledging 
that the collection of evidence which is sufficiently rich to enable 
judgements to be made speculatively, tested in the light of evidence and 
subsequently rejected or accepted is a very time consuming process. In 
general the shift away from nomothetic approaches has been towards case 
study and illuminative evaluation (Kemmis , 1 9 7 6 ). This does not mean 
that case studies have to be limited to the collection of qualitative 
data. Indeed Stenhouse (I9O0 ) himself recommends the collection of 
numerical data to describe, for instance, a school. Nor does the 
ethnographic approach demand an entirely qualitative approach (Woolcott, 
1975). It may include much descriptive detail, actual quotes from 
informants, comments collected verbally and in writing, as well as a 
variety of other techniques (Pelto, 1970) such as questionnaires, 
psychological research instruments,etc. The ethnographer may attempt to 
sample a number of points of view concerning the meaning that certain 
individuals ascribe to some particular event. He may also focus on the 
way particular groups of people tackle the problems facing them. These
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The methods used in this study depended on the nature of the question 
being asked. Sometimes only one approach would prove to be useful. In 
other cases evidence obtained on a particular point by different 
techniques could profitably be compared and contrasted. For example 
many participants were asked what extent they believed the reappraisal 
programme was of value. Some of their comments are included in this 
text. At the same time the comments on this point were collected and 
accumulated to obtain a frequency analysis of the values allocated 
by the participants to the programme. Correlations of these estimates 
across schools were then examined.
In analysing the data no preconceived ideas were consciously used to focus 
on any particular group of category of factors. As evidence accumulated 
however, it became obvious that some factors were proving to be more 
significant than others. Inevitably the focus of investigation swung 
towards them. In this way attention was focussed progressively on 
selected phenomena as these appeared to be significant.
Thun the theories presented here were developed during an iterative 
process, whereby various possible theoretical models were nought, considers 
in the light of evidence from the field work, accepted, modified or' 
rejected os appropriate and then reconsidered. Only those that survived 
thin process and could he usefully related to publicly verifiable 
evidence have been included in this text.
theories of and for action are then ahle to he compared and contrasted.
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3.8 Field Work
In order to explain why the enquiry took the course it did, the context 
of the enquiry must be made clear. In the first place the curriculum 
review programme was well under way before the research team was appointed. 
Indeed seven schools in the LEA had almost completed their part of the 
reappraisal by then. The initial stages of the programme and the process 
in these schools could therefore only be investigated retrospectively. In 
the second place the research team was only appointed for a period of 
two years, whereas the curriculum reappraisal exercise was to be a 
continuous process involving more schools each year. The time available 
for field work thus represented only a very small portion of the 
programme in the LEA. Accordingly the information used in this study 
was collected from:
a) A series of interviews with teachers who had had experience of the 
programme.
b) A series of interviews with HMI and members of the LEA who had been 
or were involved in the programme at the time.
c) Observation of meetings of teachers, HMI and members of the LEA called 
as part of the reappraisal programme (see Appendix).
d) Documentation produced in the schools in response to project 
proformae.
e) Extended observation of the process of reappraisal in one of the 
schools which became involved in the reappraisal programme at the 
time of the research project.
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a) Interviews with the Teachers
That part of the reappraisal programme which involved the first seven 
schools in the LEA eventually became known as Phase 1 and these schools 
are frequently referred to later as Phase 1 schools. Altogether 136  
teachers in these schools were separately interviewed by one or other 
member of the research team. A semi-structured interview schedule was 
developedand used for these interviews. This schedule is available from 
NWEMC. With very few exceptions the interviews were recorded on tape. 
The details of the process of analysis are given in tVie Appendix. Briefly, 
a sample of twelve interviews was then chosen and analysed and the 
responses listed and categorised. The remainder of the interviews were 
then analysed initially according to the categories developed. Any 
responses not falling into the initial categories were noted. The categori 
were then modified and in many cases simplified, although some groups were 
extended. In this way I was able to develop a coding frame which could 
be used to classify the data and enable a statistical analysis to be 
made. Pinal computation was carried out using the SPSS program at the 
Regional Computing Centre, University of Manchester. To extend the 
analysis and clarify interpretation much of the data was also transcribed. 
Quotations used in this report are all from interviews I conducted 
myself. Each quotation from a tape recorded interview is accompanied by 
interview reference and tape counter reading.
b) Interviews with HMI and Members of the LEA Administrative and 
Advisory Staff
During the summer of 1980 all those involved in the reappraisal programme 
were interviewed by one or other of the research team. Again semi- 
structured interview schedules were developed. The interviews were in 
some cases recorded on tape and then transcribed. In other cases notes
of the responses were taken. No statistical analysis of responses was 
attempted. Again quotations used here are all from interviews conducted 
by the author.
c) Observation of Meetings
Throughout the period of field work many meetings were held. Some were 
held to introduce the reappraisal programme to prospective schools; some 
brought together the Heads of Department of various participating 
schools; others were management meetings at which the next stage of the 
exercise was planned. Notes on those meetings, attended by the author 
were made and some used as evidence in the following text (seo Appendix).
d) Documentation Produced in the Schools
Documentation analysed was limited to that produced while the process of 
reappraisal was actually being observed. Only this documentation could 
be related to circumstances and discussed with the teachers as it was 
created. Hence the documentation discussed in the text all comes from 
one school and is limited to the responses to only two of the project 
proformae.
e) Extended Observation of the Process of Reappraisal
Between June and December 1930 the author was frequently present during 
school hours in one of the second set of schools to become involved in the 
project. This stage of the project was to hecom<- known as Phase 2 and 
the school therefore a Phase 2 school. Two to three days were spent each 
week in the school during this period. Evidence during this period was
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obtained from:
a) a field diaxy recording events in the school and including notes 
of informal conversations,
b) notes taken at meetings held in the school to discuss the project,
c) tape recordings of interviews and informal discussions,
d) documentation of the responses of teachers to the tasks entailed 
in the first two project proformae,
e) returns from a fixed-response questionnaire (see Appendix).
This period of research effectively comprised a case study of the process 
of reappraisal. Multiple sources of information were sought because it 
was believed that no single source could provide a comprehensive view.
In addition by using a combination of techniques it was hoped to validate 
and cross check the findings.
3-9 Reliability and Validity
The conclusions presented in this thesis are highly selective. Those 
which have been chosen are believed to represent recurring, typical and 
widespread events and opinions and are those which have been publicly 
verified by the participants. Three procedures have been adopted to 
verify the findings:
a) once patterns and theories began to emerge the data was re-examined 
for contradictory evidence;
b) evidence from different data sources was compared and contrasted;
c) the case study school received a copy of the draft report of the
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findings related to their work on the project. Teachers in the 
school were invited to comment on the report and signal the extent 
to which they concurred with the findings. Many of their comments 
have been included in the chapter which follows.
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CHAPTER IV
Curriculum Reappraisal in Action
4.1 Introduction
This chapter contains all the evidence arid the analysis of the observations 
collected during the period of research. Its structure is based on ideas 
emanating from the theory of systems elaborated in the previous chapter. 
Thus it is divided into three sections. A, B and C. The first section, 
section A, is concerned with the overall pattern of the programme and 
includes an analysis of the dimensions of the pattern of the reappraisal 
cited in the model drawn up in the previous chapter. The second section 
is concerned with the reappraisal procedure itself, i.e. the process 
of reappraisal and its outputs in terms of benefits and costs. The 
third section is concerned with environmental factors which may have had 
an effect on the process of reappraisal. It includes an assessment of 
the various constraints which appeared to limit curriculum deliberation 
and decision making plus an analysis of the organisation and management 
style of the case study school.
Evidence is drawn in this chapter from both Phase 1 and Phase 2 schools.
The survey data from Phase 1 is frequently compared and contrasted with 
the interpretative evidence from the case-study school which took part in 
Phase 2 of the reappraisal programme. The eight schools which took part 
in Phase 1 of the programme were markedly different although all were 
comprehensive. One was a denominational, Roman Catholic, 11—18 school.
Some were longer established as comprehensives and therefore had existing 
sixth-forms while others did not. One was a relatively small 12-16 
school in a city area, another a large 11-18 school serving a council
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estate. A third was situated in affluent commuter belt. In other words 
there was a wide difference between the schools and the data has to be 
considered in the light of this.
Evidence drawn from the case study school is, of course, also strongly 
related to context. This school was a comprehensive school formed by the 
amalgamation of two Secondary Modem Schools on the same site. The 
reorganisation took place in 1977, so that when the field work was about to 
start the first comprehensive intake had reached the fourth year in the 
school and the last secondary modem intake was in its final fifth year.
The school had no sixth form and plans for sixth form pupils in the area 
had not been finally decided. The number of pupils in the school had 
dropped by over 1C96 since reorganisation. In 1977 there were 1015 pupils 
in the school; the number in September, 1980,was 884. As a consequence 
the number of staff had also dropped from 56 (plus the Head) in 1977 to 
47 (plus the Head) in 1980. In the four years a total of fourteen staff 
had in fact left to take up other posts or had retired. Not all had been 
replaced and only one teacher had had to be made redundant, though another 
was due for redeployment.
Although the school was situated in a middle sized town it drew a large 
number of pupils from the stirrounding rural area, i.e. only 58 of the first 
year intake of 168 in 1980 came from the town itself. Children from the 
rest of the town attended the erstwhile Grammar School, which occupied a 
slightly more central position.
Other details and statistics about the school are available in the 
Appendix entitled 'The School - Information/Description'.
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4 A. The Pattern of the Reappraisal Programme
In the previous discussion in chapter III, a model for the programme 
pattern was developed. From that model Fig. ^.1 has been drawn up to 
include most of the dimensions which were considered in detail in that 
chapter. The figure indicates some of the interconnections between the 
dimensions, particularly those which from the relevant literature would 
appear to be likely to be problematic.
The dimensions of the model are:
1. The scale of the reappraisal programme
2. The strength of the infrastructure
3* The degree of authority used in implementing the programme
4. The provision and distribution of resources
5. The level of participation of those involved in the programme
6. The level of consensus on the programme's goals and means
7. The formulation of plans for implementing the programme.
In the section which follows each of these dimensions is explored through 
the use of survey techniques and questionnaire responses and through 
observations recorded at the time. In all cases the views of the members 
of the different groups participating in the programme are compared and 
contrasted.
Before any of these dimensions is analysed in detail however, the overall 
pattern of activity is outlined and discussed so that the context of the 
actions and observations may be apparent.
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Fig /+ . 1
THK PATTERN OF THE PROGRAMME
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4A .1 The Pattern of Activity
The various activities can be grouped according to the level at which 
they developed, namely national, local authority or school.
The periods of involvement of people at the various levels were indicated 
earlier in Table 1.1 which also showed the period of the research project. 
The activities outlined in Table 1.1 were undertaken, it should be noted, 
in the context of national government initiatives on the secondary 
curriculum (see Chapter I). The timetable for these was therefore also 
included on the diagram. From Table 1.1 it is clear that in the initial 
stages only a few people, HMI, were envolved in the exercise. As the 
project expanded outwards, however, firstly to involve officers of the 
LEAs and later the schools, the numbers of people and activities 
increased. There were periods of stabilisation and review; there were 
spurts, plateaux, and transitions between activities and the beginning 
of a cyclical pattern as successive groups of schools become involved.
It was a complex and slow moving pattern.
It can also be seen from Table 1.1 that the period of the Research 
Project field work leading up to Christmas,1980,overlapped with only a 
small fraction of the total reappraisal programme. That particular period 
was significant however in that it coincided with the first six months of 
reappraisal activity in the Phase 2 schools and it was this which the 
members of the research team were therefore able to observe in detail. It 
was during this period that most of the subject analyses were documented 
in the Phase 2 schools. A similar stage in the programme of the Phase 1 
schools had proved to be for them the most intense period of activity 
and at the time it seemed reasonable to assume that the pattern would
- 122-
be similar in Phase 2 . The research team were therefore optimistic 
that this period would prove to have been particularly significant.
The research investigations began with a series of interviews of teachers 
in Phase 1 schools, principally those who had been extensively involved 
in the reappraisal programme. These interviews were followed by a second 
series with LEA advisers and administrators and HMI who had been involved 
in the reappraisal programme. By that time Phase 2 schools were just 
about to start their cycle of activities and each researcher chose to 
follow the events in one of these Phase 2 schools. The investigations 
reported here were all carried out in one particular Phase 2 school, 
henceforward referred to as 'the case study school'. A diary of major 
events which occurred during the reappraisal programme in that school 
during the period of the field work is given in Pig. ¿K2 .
Pour phases have been identified:
a) introduction, discussion. (6 months)
b) stabilisation, the busy stage, filling in forms. (6 weeks)
c) self-reviewing, evaluating progress and amending returns. (6 weeks)
d) renewal, entry to subsequent activity. (incomplete)
These phases did not flow into one another., There was a lull as each was 
completed before going on to the next.
1)A. 2 The Dimensions of the Model for the Programme Pattern 
1. The Scale of the Project
The simple record of activities discussed above has shown how the programme 
of reappraisal developed and expanded. It began with only twelve people,
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Fig. 4.2 Diary of Events - Case Study School
September 1979 Letter of invitation to join Phase 2
of CRAG received by Head. Consultations 
with LEA advisory staff.
Initial departmental meetings timetabled 
in schools.
of meetings at a teachers centre.
HODs of all Phase 2 schools attend 
on a subject basis.
LEA sends progress report to school. 
Departmental meetings continue in school.
in the two case study schools. 
Papers on assessment, processing 
information, additional proformae, 
received by the school.
December 1979 LEA advisory staff end HMI meet with 
HODs in the school.
April 1980 Heads join Phase 2 Steering Committee
June 1980 LEA advisers and HMI hold two
V
meetings with HODs in the school 
to introduce the exercise.
f
July 1980 LEA advisers and HMI hold a series
y  End of term Subject submissions collected by Deputy 
Head/CRAG co-ordinator.
i
September 1980 Submissions revised and supplemented
before being sent to LEA for circulation 
to other Phase 2 schools.
< December 1980 Second series of HODs meetings held
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the members of the curriculum publications group of HMI, but the number 
soon swelled as the various LEAs joined in. Forty-one schools in five 
counties in England eventually became involved in the initial stage of the 
exercise. An additional eight schools later joined in the second phase of 
the local programme in one LEA, which pushed that number up to forty-nine. 
Yet others became involved later. In each LEA a steering committee was 
formed. Serving on that committee were the Heads of the participating 
schools, LEA administrators and advisory staff, HMI and members of the 
Management Centre, who eventually became responsible for the research 
project. Representatives from these groups also served on the Central 
Co-ordinating Committee. Allowing for all the advisory staff who attended 
subject meetings, In-House conferences, etc., and the staff in the 
schools, a total of over 4000 people must, at one time or another, have 
taken some part in the exercise. By any standards, this is a large 
number, and the exercise is probably one of the most extensive curriculum 
review projects ever undertaken in England.
As the programme developed the scale of the ambitions appeared to change 
however. Initially these were very high but the evidence suggested they 
were soon adjusted. The more ambitious a project the greater the demands 
on the infrastructure and the more likely it becomes that the goals and 
hence the demands are tempered to suit existing structures.
An administrative officer of the LEA acknowledged that his initial 
aspiration may have been thus affected when he said:
"What interested me was the prospect of concentrating on 
what kids were actually doing with teachers, also the 
potential for identifying the disparity between what they 
were doing or rather what they'd like to be doing in terms 
of aims and objectives and what they were actually doing 
because of what examination demands led them to do. I 
thought at the time that that was going to be one of the
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major outcomes of the exercise and I thought that for the 
next six or nine months. I had some quite heated exchanges 
with LEA colleagues and with HMI colleagues. They clearly 
wanted to play that dowm because it was political. 
Subsequently it disappointed me that that never really 
became a major part of the exercise."
(LEA1, 090-104).
An LEA advisor had different aspirations, but again these were not to be 
realised in practice:
"I hoped that it would produce for us all a new way of 
looking at the school curriculum because frankly I was 
very dissatisfied with it. One thing is this 'tyranny of 
bells'. Is it the correct learning process to chop 
everything into thirty or forty minute periods? I don't 
believe it is. How in the practical sense we overcome 
that, I don't know. I hoped we might have got somewhere."
(LEA2, side 1, 097-112).
He went on to explain later:
"I wish I felt confident that we'd see some curricular 
changes. What I would like to see is a pipe-dream, a full 
scale pilot scheme where all the subject labels had been 
dropped. It really is. You've got to change attitudes 
of employers, examination boards, etc., the whole lot - 
the whole way!"
(LEA2, side 2, 090-100).
and finally to admit:
"The solution has to come through the subject bases. This 
is the best that we can hope for at this stage."
(LEA2, side 1, 120-123).
These last three quotations show how aspirations were dependent on existing 
structures such as the examination system and how the preservation of 
these structures inevitably led to an adjustment in initial aspirations.
The wish to preserve existing roles as distinct from structures 
one HMI. He was in no doubt that the exercise had brought about 
relationship between HMI and schools. As he pointed out (HMI1,
was noted by 
a new 
interview
notes, 1/ 10/80, p4) this new relationship waa not one which had heen 
received deliriously by many HMI. He felt that, as Inspectors, HMI had 
to keep their distance in order to make up their minds about what they 
saw. There was, he said, a danger in becoming too involved and there had 
apparently been many arguments between HMI about this aspect of the 
exercise.
These comments suggest that,although the scale of the project was indeed 
large in terms of the numbers of people involved, the initially high, 
probably unrealistic, aspirations of those involved in the early stages of 
the exercise rapidly diminished, constrained by existing roles and 
structures. What then was the extent of the change in practice, if any, 
required of the participants?
To many of the staff in the Phase 1 schools, the ideas introduced to them 
and the methods which they were asked to use to analyse their curriculum 
were new and unfamiliar:
"This was new to me (Proforma 2 on the subject contribution 
to the eight areas of experience) and to feel that your 
subject was part of the whole curriculum, not just an 
isolated discipline, I found that aspect of it extremely 
useful;1
(Transcript G9, p1l).
Teachers in Phase 1 schools were also asked if they were familiar with 
analysing their curriculum according to the objectives model of Proforma 1. 
The following response is typical:
" I don't think most people were actually. I think that 
was why it made one start to think about it all. That 
was probably its main use."
(Transcript A3, p8).
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But it was the eight areas of experience checklist which seems for many 
to have been the most novel feature of the exercise. As an LEA adviser 
explained:
"The new aspect that came in here was the areas of 
experience - it hadn't been put in those terms before. 
I think that was the most concrete thing produced 
and very valuable indeed."
(LEA2, side 2, 068-072).
The very novelty however did lead to difficulties as another adviser 
observed:
'The 'eight areas of experience' I think has been one 
of the most difficult things for teachers to grasp 
in the sense that there was no end product after 
thinking about it. The impression I've got of its 
usefulness is as a talking point, as an initiator of 
discussion. That's the way we've tended to use it."
(LEA3, side 1, 057-061).
Of course, by the time the exercise reached Phase 2 schools in the LEA, 
the situation was somewhat different. Firstly as one member of the case 
study school pointed out, the teachers had prior knowledge of the exercise 
through contacts in their school:
"We had heard about it two years ago through the 
Deputy Head. We heard that the first set of 
schools was doing it."
(Transcript B1, pi).
and from contacts outside the school:
"The Head of Department at (another) school was 
involved and I had a few chats with him about it."
(Transcript B1, pi).
Secondly, members of staff attending courses had found the ideas and 
literature formed the basis of some of their discussions.
On the Red Book, Curriculum 11-16, one teacher observed:
"Well, I'd read that before. I was on a Heads of 
Department Meeting in York University in December 
1977 and that was talked about very much there ... 
and we met some of the HMI who had drawn it up."
(Transcript B7, 1, p3).
Similar observations to the last were made by at least four other members 
of staff:
"I knew of it because of attending a Heads of 
Department Conference at Menai three years ago and 
I knew one of the other schools involved."
(Transcript B3, pi)
"I knew of it from the Craft Teachers' Conference, 
and I had a report from (a teacher) at (a Phase 1). 
school. I had a discussion with him after that, 
and with a friend of his at (a Phase 2) school.
At Anglesey at another conference very recently I 
was talking with them again."
(Transcript B9, pi).
"I knew of its existence. I was on a course and got 
more information at the Heads of Department Course 
at Llandudno."
(Transcript BIO, pi).
"Oh, yes. I was at a conference and (an adviser) 
came to speak. I think she gave the standard 
talk which I heard then and heard again at 
Llandudno on a week's course."
(Transcript Bll, pi).
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Thirdly, the Heads of Department in the school had all been asked, when 
the school was reorganised, three years previously, to draw up Schemes of 
Work for their departments. The format they used was similar to that 
proposed in the reappraisal:
"Internally, when we wrote our schemes of work over 
twelve months ago, we were told to write it with 
the likelihood that we would be doing this. Part of 
the introduction came then, really .... We were given 
headings to write to. Basically we were given aims, 
objectives, methodology, content and assessment and 
how we were going to evaluate a pupil on the course.
I think that set the thinking really, didn't it?"
(Transcript B13, 005-018).
From these comments it would appear that the change in the pattern of 
thinking had already been established for many of the teachers in the 
Phase 2 case study school. The change required of them was therefore 
correspondingly less and the project might be said to have become less 
innovative in character and hence reduced in scale.
These observations were confirmed to some extent by responses to one item 
of the questionnaire used in the case study school. For when the teachers 
were asked: 'How realistic, in your opinion, were the official objectives 
in the project? 77% of the respondents reported that they considered 
the objectives to be very ambitious, but 55% of them also declared that 
they felt that they were obtainable. Indeed the setting of goals which 
did not threaten existing structures was already being put forward by the 
Head of the case study school
"I am not anticipating a radical revamping of the 
subject areas, or the time-table, or our work in 
GCE, or 0-Level, and non-exam courses.... 
evolution rather than revolution."
(BO, side 1, 06*1- 071).
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There is therefore a contrast between Phase 1 and Phase 2 and the evidence 
would suggest that aspirations were indeed adjusted over time to take 
account of existing structures.
The scale of a project not only depends however on the numbers of people 
involved, the ambitions of those taking part and the extent of the change 
required. It also depends to some extent on the speed of implementation 
of that project. Circumstances behind the demand for action on the 
curriculum have been outlined in a preceding section. Political and 
social pressures made the need for action strong and a rapid response was 
called for. In the Inspectorate the decision to take the enquiry to the 
LEA was taken at the highest level (HMI1, interview notes). As we have 
seen the project was initiated by HMI immediately after the Oxford 
Conference in September 1976. By the beginning of the following year not 
only had the LEA agreed to take part, but schools had been chosen, a 
domestic Steering Group appointed (Transcript LEA1, pi) and some of the 
teachers were starting to complete the first proformae.
With this speed of implementation it was obviously not possible to carry 
out a pilot run on many of the instruments or questionnaires. Only one 
was, in fact, 'field-tested' to any extent. That was proforma 1 on the 
Subject Rationale. Only six teachers out of the 124 teachers interviewed 
in Phase 1 schools reported being involved in consultations on the design 
of this Proforma and only five teachers reported being consulted on 
other Proformae. Uncertainty about the methodology drove one member of 
staff to comment wrylyi
"I'm not sure that HMI knew exactly what they were 
putting out in the first place. It was just a guess.
They virtually did it to see what would happen.....
-131-
whilst another was not even sure whether the whole exercise was not really 
a pilot run aimed at testing the method:
"My ideas on the aims of the exercise have never 
been really clear. On the one hand I've never 
been able to decide whether it was basically a
research project.... where we were trying to
decide whether the methods were valid methods, 
or whether we were in fact trying to get something 
out of it. And I ’m still not very clear. Have 
we been testing a method of curriculum enquiry, 
or have we been conducting a curriculum enquiry 
in our school? Or have we been doing both? It 
seems to me we've been doing both at various times.”
(A2, pi).
By the time the exercise reached its second phase, however, many of the 
proformae and procedures had been redesigned in the light of this 
experience, but that was three years later.
2, The Strength of the Infrastructure
When a project as large as that of the Curriculum Reappraisal Group is 
implemented rapidly with no pilot project, there is an obvious risk incurred 
in that there is little possibility of anticipating difficulties the project 
is likely to meet. Thus the infrastructure has to cope with the tasks of 
maintaining, planning and operating procedures and with unexpected events. 
The larger the project the greater, obviously, are the demands on that 
infrastructure. One demand typical of such a situation and well 
exemplified in the Reappraisal Programme is that for central direction.
This was acknowledged readily enough by at least one member of the LEA 
Advisory service:
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"All the way along I saw the LEA role as a 
subsidiary role. I was very much expecting the 
lead to come from HMI and I looked on myself as 
in a learning situation. I felt I should learn 
a lot from observing HMI in schools."
(LEA2, side 1, 070-080).
HMI, however, seemed to see things differently. The authorities originally 
approached by HMI had inevitably been those at the Oxford Conference. When 
they indicated that they were interested then a letter was sent to them 
(HMI1, interview notes, 1/10/80, pp3, *0 saying that, if they agreed to 
participate, they must understand the LEA was in charge. HMI would feed in 
the priming papers but the enquiry was to be LEA based and focused- How 
they ran it was their affair. Many people, HMI commented, seemed to have 
forgotten that letter. Also,when it became clear which authorities had 
accepted the invitation, HMI were instructed by the Senior Chief Inspector 
to "get out of the driving seat". It was not in any case possible, 
explained HMI, for them to 'move in'. HMI have the right to go into any 
school but they cannot tell schools what to do. Only the LEA could do 
that, so they had to take responsibility.
This position was confirmed by other members of HMI Inspectorate as follows:
"Our prime function is to keep the Department informed 
about what is going on and the quality of what is 
going on. Whilst (in the exercise) indirectly one is 
telling the Department about what is going on, one is not 
inspecting, one is not commenting on the quality of what
is going o n .....  This is the only exercise to my
knowledge which is not concerned in some way with 
inspection as we normally undertake it."
(HMI3, interview notes, p6).
"After giving the initial explanation, as far as we were 
able to explain what the exercise was about, we were in 
no way taking a lead really. It was a genuine effort at 
partnership in which,having understood the prime task, 
namely of looking at what is going on in the schools 
against the thinking in some of the papers that had been 
produced in Red B o o k .... that was the extent of it.
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It was not a leadership role from the Inspectorate 
at all. It was a joint idea."
(HMI2, interview notes).
This position may have been clear to HMI, but certainly did not seem to 
have been so to advisers involved in the project, who believed their role 
was to
"provide more local information and to act as 
a sort of go-between"
(LEA2 , side 1 , O78-O85),
Furthermore the concept of partnership between the LEA, HMI and schools
which was often mentioned during the reappraisal programme appears also
to have caused some confusion in the LEA:
"The notion of partnership was 'flagged' at an 
introductory meeting, but the terms of the 
partnership were, 'We at the Department want to 
do this, we are inviting you to participate*. A 
very firm impression, which, on going through this 
chronologically, I would say is justified, was 
that partnership was a very loose definition at 
that stage. The partnership consisted of the 
fact that HMI had to do this in schools. That 
meant working with LEAs. They had to go into 
schools to find out what was happening. They 
couldn't involve teachers in the process without 
the LEA making it possible for them to do so."
(LEA^, sid e  1, O78-IO6).
The proposal that HMI and the LEA were to work as partners in the enquiry 
required a change in role for both. But, as a member of HM Inspectorate 
pointed out, through partnership you become vulnerable, revealing your 
weaknesses. Partnership, it was said, requires generosity so that growth 
can occur. The views of advisers, when they said they expected HMI to 
co-ordinate the exercise,came about, a member of HMI suggested, because 
they felt so vulnerable and were unwilling to risk their reputations 
(HMI3, interview notes, p3).
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Demands for central direction were thus being interpreted as resulting 
from the tendency of individuals to avoid operating in unfamiliar roles. 
Although there may have been some truth in this as we shall see later, 
the uncertainty of the procedural configuration and confusion over 
formulating plans for implementing the reappraisal programme seemed to 
have been at least as important a consideration, in the eyes of the members 
of the advisory service, in creating the demand for more direction.
By the time the second stage schools were involved however the situation 
seems to have changed for, as one Adviser observed:
"I don't think the exercise, as it goes through, 
and it ftmctions in the schools in the second 
and third stage is as dependant (on HMl)"
(LEA3, side 3, 577-580).
"There comes a time when the schools and the 
project have to do without that (HMl) support.
I think we've carried enough of the project, 
through in-service work and through talking to 
schools, for it to carry on and I think there 
are enough of my colleagues who could carry it 
on anyway."
(LEA3, side 3, 679-700).
Thus by the start of Phase 2, not only had the aspirations of those involved 
become less ambitious, and the constraints imposed by existing structures 
been recognised, but the tendency to depend on HMl for a lead in the 
exercise was beginning to fade. Structures and procedures had become 
established and the demands on the procedural system less. Familiarity 
may have reduced the feeling of vulnerability.
3. The Degree of Authority used in Implementing the Programme
It has already been observed that the need for a reappraisal project was 
largely diagnosed by senior personnel in the Inspectorate, the LEA and
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the schools. The expertise of HMI on curriculum matters was attributed 
by them to their particular experience:
"Their writings are derived directly from that 
experience, not from academic sources. They 
do not set out to be professors of education.
Accordingly their writings have no footnotes 
and do not mention Hirst or Peters or Bloom."
(HMI1, ppl, 2).
In the advisory service some previous knowledge of curriculum analysis 
had already been acquired:
"We've all written statements. That's not new 
to me, to write a curriculum statement, to show 
the intent of that area of the curriculum. I've 
been involved in that nationally with my own 
Association, no that's not new. For some it might 
be."
(Transcript LEA5, p5).
If procedural advice was required during the project that was generally 
obtained by consulting colleagues (Transcript LEA6, pl8) or HMI (LEA4, 
side 2, 207). Requests for other advice or support from outside agencies
were not likely to be forthcoming for, according to one ex-member of the
LEA Advisory service:
"Most advisers are arrogant and they are loners.
They get delusions of grandeur and I know that 
teachers sometimes resent it. That kind of thing 
is very easy to fall into. You can play God and 
so advisers by nature don't often admit that they 
need help."
(LEA')-, side 2, 208-218).
The exercise therefore appeared principally to depend on the existing 
expertise within the Inspectorate and the advisory service. Since this 
was the only exercise HMI had undertaken which was not concerned with 
inspection (HM12, interview notes, pio) and they acknowledged that it 
was for them a new way of working (HMI3, interview notes, p5), they 
could not reasonably be said to have had prior experience of similar types 
of enquiry. Nor, strictly speaking, had the LEA, although as one adviser
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said:
"I don't think it brought something 
something so unusual to this authority,
because ....  most of most of the schools
in the authority and most of the teachers 
were used to a kind of in-service training.
Not that that necessarily used the same ideas, 
but it used ideas which were relevant to this 
exercise. I don't think therefore that it's been 
something startingly new in that sense"
(LEA3, side 1, 105-121).
The authority or leadership in the project therefore appeared to be 
derived from the position and expertise of both HMI and LEA personnel.
The position of the advisory staff and their multirole function have, 
according to Bolam, Smith and Canter (1976), been limiting factors in the 
contribution they could make to whole—school curriculum
change. Advisers in the present enquiry have been conscious of their role 
as employers and the effect this might have on staff in schools:
"One would be foolish to think it doesn't affect them, 
because it does, whether we like it or not. I think 
the important thing is for us always to remember its 
there and not to assume that teachers forget it.
Having said that, I think we've got enough of a history 
or tradition of inservice training within the authority 
where, 1 think, with a lot of teachers the barriers 
have been broken down. If they've been on any of our 
residential courses - you can't run that kind of course 
without establishing a working relationship with teachers."
(LEA3, side 1, 620-652).
In fact, advisers didn't seem to see the exercise as involving any change 
in role on their part via a vis the schools:
"Accountability to the local authority never 
entered my head for a moment. No, I think 
it was merely a continuation of my conception 
of the adviser's role to a school. I conceive 
that largely in the supportive element with 
only a little emphasis on directing them 
towards doing something which I personally 
consider to be better than they are doing 
already. I'm very gentle on that one. I 
don't think it was any more difficult than
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my normal relationship with them. I think 
they are more conscious of that than I am."
(LEA2, side 1, 331-353).
Although the position of advisers in the authority may have exerted a
considerable influence on the decision of the schools whether or not to
participate in the enquiry, from the authority's point of view the autonomy
of the Heads was ultimately the controlling factor which determined how
the numbers of staff could be approached:
"The style was an informal approach, to go to 
schools and talk to the Head about it. The 
style of the approach to a large extent depended 
on the Head. I think its parallelled in a sense 
by the second stage. One may set a style that 
we think is a useful one, but you are very 
dependent on the way the Head operates. We 
stated to schools right from the beginning that 
schools, because they were asked to join in, 
didn't have to feel they'd got to. It must be 
their choice and they must not feel that they 
were doing themselves a disservice if they said 
'No'. The reality of the situation is that it is 
always very difficult for a school to say 'No' if 
an authority approaches it. Nevertheless there 
wasn't, from the authority, the feeling that, if 
a Head came back to us and said 'No' for whatever 
reason, we were going to look down on that school 
and give it a black mark. In some schools we were 
called back and back and back for discussion and 
some Heads took it that the initial discussion was 
very definitely to involve staff. In other schools 
when we went along we found the decision had already 
been taken. The Head informed us that they were 
joining in."
(LEA3, side 1, 3^8-380).
The mechanism by which the staff in the Phase 1 schools responded to the 
approach, however, and the influence it exerted on them varied considerably. 
Their comments included:
"It was sold to us by the hierarchy in the school 
at the time."
(Transcript G9, pi).
"I certainly think there was a certain amount of 
blackmail exercised on the school - it was vague 
comments like general inspections might not take
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place and things like this."
(Transcript Gil, pi).
"I thought it was a jolly good i d e a ..... I felt
we needed it."
(Transcript Tl, pp 1, 2).
"You always have this option, you know, but how 
viable that option is is another matter. You 
have the option of driving down the right hand 
side of the road if you want to! Not to do it 
would probably have been detrimental both to the 
department and to myself."
(Transcript T5, P 10),
This last statement should be contrasted with the following from another 
member of staff in the same school:
"I think schools individually should go through
this process .....  an exercise of this sort
needs to be continued..... "
(Transcript T7, pi).
In the case study school in Phase 2 the Head was clear, however, that 
there the staff had little choice over whether or not to participate in 
the enquiry:
"I would certainly think the pressure has come.
We have tended to put it to them in such a way 
that they couldn't very well refuse. I think 
it had to be. We've taken a long time to 
think about it and talk it through and let 
people voice their worries, but at the end of 
the day X don't think they felt they held a lot 
of chance of saying 'No'. At the end of the day 
somebody has to say yea or nay. It would, I 
think, be a very brave staff to say unanimously
'We don't want to be involved'. The way it wan 
posed to them - they were well aware that every 
gesture you make tells something about you and 
the gesture of refusing to be involved in a 
curriculum reappraisal exercise would tell every 
body that this school felt it was either doing 
well or else we were sticking our heads in the 
sand or else we were afraid of something."
(Transcript BO, pp 7« 8).
The response of one member of staff in the case study school showed how he 
felt the exercise had been imposed:
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"I shall just indulge and take part in the thing 
as best I can with a certain amount of interest
to the level I 've got time for.....
I'm going to have a task set me, aren't I? I'm 
going to work at this - this is a piece of 
home work that's been set by 'Sir' and therefore 
I'm going to do it the best way I can, just like 
I would with any other homework and therefore 
I'm going to find what resources are available to 
me to do it with."
(B13, side 2, 100-172).
In the fixed response questionnaire used in the case study school, staff 
were later asked to indicate the manner of their commitment to the enquiry 
by signalling the extent to which they agreed with a series of statements. 
From a frequency analysis of responses, a rank order was obtained for the 
statements. These are listed in Table 4.1, together with the level of 
agreement nearest to the average level of responses. The results are 
interesting because they do seem to fit quite well with the analysis of 
the mechanisms by which an individual responds to influence given by 
Handy (1976) and discussed earlier in Chapter III. Statement 1 shows a 
strong commitment to the task of reappraisal and suggests that this is 
independent of the enquiry, as no value judgement of the methodology is 
implied. Statement 2 implies that the teachers were indeed influenced 
by the role or position they held and that they felt that they had to 
comply with the demands of the enquiry, irrespective of the value they 
attributed to it. The fact that statement 3 also had a relatively high 
score suggests that their feelings about the enquiry were indeed somewhat 
ambivalent. This is corroborated by the very similar scores obtained for 
statements 5 and 6. Statement 4 is unfortunately ambiguous, as one teacher 
pointed out by adding the rider "so that they can suffer also".' The low 
scores for statements 8 and 9 would suggest that neither 'resource' nor 
'expert' authority is regarded as a significant source of influence. We 
must therefore conclude that the main source of influence acknowledged by
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Table 4.1 Mechanisms of Commitment to CRAG
Statements in Rank Order Level of Agreement
1. All schools should be reappraising 
their curriculum continuously.
CRAG suggests a method for doing 
this
4: to a great extent 
av. score:3.6
2 . If the school is committed to 
CRAG then all the teachers have 
an obligation to participate also
3s to some extent
3*4
3. I am as yet uncertain about the 
overall benefit of the enquiry 
to this school
3s to some extent
3 . 0
4 . I feel that all schools should 
eventually become involved in CRAG 3$
to some extent
2 . 9
5 . CRAG has had unanticipated benefits, 
e.g. valuable discussions both in 
and out of school, provision of 
information on assessment, etc.
3s to some extent
2 . 8
6. The methods of reappraisal used by 
CRAG are proving useful and helpful 
to all concerned
3s to some extent
2 . 8
7 . I do not wish to participate in 
the CRAG enquiry
2 : to a minor extent 
1.7
8 . I felt encouraged to participate 
because HMI and LEA advisers 
were associated with the enquiry
2 : to a minor extent 
1.6
9 . I felt that I ought to participate 
because it might look bad if I 
didn't or might reflect on me or 
the school
2 : to a minor extent
1 . 5
Note: A level of agreement of 1 indicates: Not at all.
Number of respondents: 36
Note: The significance of the difference in level of agreement given 
for the various statements was tested using The null
hypothesis that there was no difference was rejected at the
0.001 level.
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the teachers is the position they hold in the educational system, whose 
ruler and regulations legitimately require them to comply with a project 
introduced to them by those in a higher position in the system. This 
conclusion seems to confirm the comments cited above by staff in both
Phase 1 and Phase 2 schools.
4- The Provision and Distribution of Resources
Throughout the exercise no personnel had sole responsibility for the 
curriculum enquiry; all those who took part did so in addition to,or as 
part of,their normal duties. It has already been noted that a certain 
amount of time was programmed for HMI in the Curriculum Working Group of 
the First Call Centre, whereas in the LEA virtually no extra time was set 
aside for administrative or advisory staff in the early stages. According 
to a member of the advisory staff, this was a great problem because the 
advisers were already operating under considerable pressure:
"The only really helpful support you can give 
an adviser is to carve out some time. An 
adviser's job is a peculiar one in the sense 
that — it was then in the way that the LEA 
operated it - it was the kind of job in which 
you could kill yourself with overwork or you 
could do very little. The more work you did 
the more work you created. The more schools 
you went into, the more often you went in. It 
was almost a self-defeating, a self-crucifying 
process because the more involved you got the 
greater the load. Some of us were by that stage 
labouring very severely under I think unfair 
pressure, being expected to do two or three 
major jobs."
(LEA4, side 2, 190-205).
An administrative officer spoke of the pressures of time on administrative 
staff caused by the enquiry:
"(The main administrative difficulty the county 
faced) was the time of personnel involved at
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the centre, with so much else to do. This is 
why somebody like us drifts into it and drifts 
out of it according to other pressures. The 
pressure on the time of people like the Assistant 
Director is already very, very great and to keep 
some sort of co-ordinating role, to keep tabs on 
it, as it were, is sometimes impossible. The 
main pressure must have come upon (one adviser) 
and sometimes its just been too much. Those are 
the main sorts of pressures. Pressures from the 
schools for help, for resources, either human or 
hardware, software, have not been difficult to 
meet generally. They have tended to come through 
me and they weren't difficult to meet because in 
the first two years the Assistant Director had a 
small Development Fund which he used and since 
we've had to - use a 'variety' of methods."
(LEA1, side 1, ¿+23-442).
Although the material demands of the schools may have been met, advisers 
were very conscious of the time pressure the exercise would exert on the 
schools:
"The thing that I was afraid of, I think, more 
than anything else would be that the time 
commitment would be even greater than in some 
instances it proved to be. I was very keen, and 
I tried to argue at some of the Steering Committee 
Meetings, but got shot down in flames, that the 
schools must have assistance from the point of 
view not only of additional staff while they were 
doing this, both teaching and ancillary.
Otherwise I said I didn't see how they could do it, 
because of the time allocation. But that wasn't 
forthcoming and frankly anything the schools 
achieved I think was a flipping miracle.' I grossly 
underestimated the amount of writing up and 
ancillary staff time needed for the communication, 
even within the school, that was necessary, all the 
typing, all the distribution and all the rest of it.
I think this is going to be an additional worry as 
we move into other phases at the moment. Because 
we won't get it - and not only that, if a member of 
the secretarial staff leaves now they are not very 
likely in most instances to be replaced anyway."
&EA2, side 1, 374-403).
Speaking of the support which was offered to schools by the LEA, a Head 
in one of the Phase 1 schools commented:
"It created obviously a considerable number of 
administrative problems in the school. We got
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a degree, as you know, of support which could 
be directly applied in terms of the clerical 
help, but couldn't be directly applied really 
in terms of the teaching help that we were 
given, this extra half teacher. In a way, I
suppose, we were luckier than most .... but
really you can't apply extra teaching hours 
and make them specifically useful to support 
CRAG. They were meant to cover the departure 
of HODs to meetings and so, but however good 
a teacher is there are limits to what he can 
do. At least we were able to get people in on
supply.... but now that's come to a complete
full stop ....  I would be very much more chary
of joining in now, knowing that it is well nigh 
impossible to cover the colleagues who are going 
off to meetings or conferences."
(T17, side 1, 152-193).
Not all teachers, however, shared this opinion, for according to a Deputy 
Head in Phase 1:
"One thing that has been grossly exaggerated is 
the amount of time that has been spent on it.
That's been exaggerated.' I watched a football 
match on Saturday of which the first half was 
superb and the last quarter of an hour was 
dreadful. I've spoken to several people since 
and the game was dreadful because the last 
quarter of an hour was dreadful. There were 
certain times when a certain amount of time has 
been given, but if you look at it overall it's 
been grossly exaggerated. If you give thirty 
hours and spread it amongst your teaching staff 
it amounts to nothing, ten minutes each. On the 
other hand if you make fifteen hours for me, or 
somebody else, then I could produce some beautiful 
paper and add to it and so on - so time is a non­
question.'"
(Tape G8, side 1, 318-338).
The possibility that it was not the amount of time, but the nature of the 
time required which was important was the subject of a comment from an 
LEA adviser:
"We've always said, haven't we, that the major 
constraint is one of time. It's time from 
our point of view as well as the schools, 
finding time of the right sort, being able to 
sit round and talk with staff. One was always 
conscious that, if one went to talk to a group
of staff, that their minds inevitably, and 
rightly, were on what they were going to 
teach the next lesson ... I was always 
conscious of the time to get used to what 
we were talking about. I used to feel it 
was all right for myself. I was dealing with 
it daily and I was going into a school and.
I could switch back into it. You needed 
more time for them to get back into it.
Their problems were the immediate."
( LJDA3> sid e  2 , 347-369).
Concerns over time were also voiced by the Head of the case study school 
before Phase 2 of the exercise began there;
"I think my principle reservation is the 
time that it is going to take, and amount 
of effort and the extra strain on members 
of staff who are already working very 
hard indeed."
(BO, side 1, 007-012).
Six other HODs in the case study school also mentioned during interview 
concerns over the amount of time they felt they would need, or the extra 
work they anticipated would be involved. As one of them said:
"Well, I'm aware of the fact that I and,
I therefore conclude, most of my colleagues 
are very busy. We've got a big enough work 
load without willingly accepting any more.
Having said that, any suggestion that 
something else is contemplated makes us 
wary."
(Transcript B13, pi).
When asked, six months later, however, how much time they found they had 
had to devote to the enquiry, and how difficult it had been to find that 
time, the staff in the school gave the following responses (see Table
4.2)
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Table 4.2
Frequency Analysis - Time Spent on Reappraisal (Phase 2)
Impossible 
to find
Very
difficult 
to find
Not too 
difficult 
to find
More time 3 - -
A lot of time - 9 -
A moderate 
amount of time - 12 2
A relatively small 
amount of time - 3 6
No effective time - - 1
Total 3 24 9
No. of respondents: 36
These responses confirm the observation that most of the respondents, 
notably those involved in drafting departmental statements for the exercise, 
did indeed find that they needed some considerable amount of time to 
complete their contribution and that it was very difficult for them to 
find the amount of time they required for this task.
One of the resources which was offered to the schools during Phase 1 of 
the enquiry by the LEA was the provision of supply and secretarial staff. 
Difficulties in administering the supply staff have already been mentioned, 
and it must be admitted one of the main concerns voiced by members of 
staff and by advisers was undoubtedly the amount of time they felt 
would be needed. Before undertaking the enquiry members of staff and 
advisers were naturally anxious about this. When viewed in retrospect 
however, it appeared that it was not so much the amount of time required
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but the structuring of that time which was the major problem. The 
teacher's day is programmed, in such a way that it is not possible for 
teachers to gather together for prolonged periods of discussion, except 
after school. Arguments, study discussions, etc., are interrupted by the 
immediate task of teaching the next class. Nor was it easy for the 
teachers to switch quickly from:
"The monosyllabic child's approach to the 
multisyllabic higher level education this 
demands."
(Transcript Gl,pll).
Even when time was allocated within a school day, it didn't seem to 
provide the answer:
"I think we had something like two or three 
afternoons when the children were sent home 
early at about two o'clock, so in fact we'd 
have something like two hours time running 
on till 4 o'clock. Now six hours isn't 
enough to do this job, so all the rest of the 
time we spent on it was taken out of either 
our own relaxation or time we would or 
should have spent on preparation of lessons ...
To get together in a department and swap ideas 
would have been handy. The In-House conference 
was, I think, useful. We got away from the 
children for about two days, away from all the 
classroom stresses and we could actually sit 
back and start thinking about curriculum. On 
any ordinary school day when you've got 
children anywhere within 200 yards, you can't 
sit back and think about curriculum. You simply 
have to think about the next lesson. And in 
that sense we just couldn't do the job properly."
(Gl4, 289-325).
Apart from the provision of supply and secretarial help the schools were 
also offered advice and support by the LEA advisers and HMI who visited 
the schools. Of the teachers interviewed in the Phase 1 schools, 25% 
of respondents considered the advice and support helpful, whereas y\% 
considered it unsatisfactory. Specific criticisms concerned the 
availability of support:
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"If we’re going in for school-based curriculum 
development then 1 think we've got to radically
change our ideas altogether ....  We've also
got to provide a far greater degree of back up 
and expertise than was evident in the project.
As far as I can see whenever specific expertise 
was asked for in the project, generally speaking 
it was either very, very delayed or not 
forthcoming at all. You see, we were told, for 
example, that access was available to the APU 
material, and expertise and so on. Whenever 
this was actually asked for on a specific topic 
or a specific date it didn't turn up on that 
topic or that date."
(Transcript A2, p4).
As far as advice and support offered to the Phase 2 schools was concerned, 
however, the case study school was in a unique position. Because of the 
presence of the researcher in the school, the LEA advisory staff apparently 
decided not to arrange frequent visits to the school. This was mentioned 
at one Research Steering Committee meeting and confirmed later at a 
second meeting. It was not therefore possible to observe or comment on 
the effectiveness of the support offered by the TEA in that school. In 
addition the absence of advisory support had the effect of placing the 
researcher, to some extent, in the ambivalent position of being the one 
person with some previous experience of the earlier work of the project 
in the field-setting which was the object of the research. Procedural 
questions were therefore often posed to the researcher which it was 
impossible not to answer without appearing to obstruct progress. Indeed 
it was later learned that the school sent far fewer requests for help to 
the LEA than other Phase 2 schools, which were not hosting a research 
enquiry. It was an example of a project reacting strongly to the research 
activity which was investigating it. Respondents in the case study school 
nevertheless were asked in a fixed questionnaire what sources they used 
to obtain information or to seek help and support during the project. The
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responses are given in Table 4.3.
It would seem from their responses that the most frequently consulted 
sources were in order:
colleagues, heads of department, the researcher and the departmental 
scheme of work.
Only 8 out of the 37 staff who responded to this question indicated that 
they had received some constructive support from advisory staff. These 
were all people who had attended the HOD meetings organised by the LEA 
for all the Phase 2 schools.
Table 4.3
Sources of Help, Advice or Information (Phase 2 )
Source of Help No. of staff indicating that the 
source was very or somewhat useful
HMI 5
LEA Advisers 8
The Red Book 7
The White Book 12
Colleagues 22
Heads of Department 20
Deputy Head 9
Head k
The researcher 19
Books or Documents 
on Education 5
Co-members of 
Educational Societies 0
The Departmental Scheme 
of Work 17
Minutes of HDDs Meetings 8
Progress Reports 9
Subject Papers or 
Statements from LEA 
Advisory Staff 3
Other 1
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To bo fair, it must be pointed out that during the six months of the case 
study, both advisers and HMI did visit the school. To the astonishment 
of one Head of Department (yield Diary, 8/10/80, p 71), no less than 
three advisers visited one department within the space of two weeks, but 
these visits were related to a specific administrative problem in the 
school and therefore not directly connected with reappraisal project. 
Their visits were followed up by a visit from the school's HMI. The 
Deputy Head acting as project co-ordinator in the school also received 
visits from the advisory staff. One may presume, therefore, that members 
of the LEA were aware of the progress of the exercise and would have 
responded if requests for help had been made.
It was noticeable that there was one particular area in both Phase 1 and 
Phase 2 schools in which the lack of advisory support caused considerable 
problems. rack of progress in the exercise in the remedial education 
departments in Phase 1 was attributed to the fact that there was no 
adviser in the authority with responsibility for that area. According 
to one Head of a Remedial Department in a Phase 1 school:
"Vie needed extra time; we needed extra facilities.
I mentioned that point and I also asked for 
assistance in this area from other people. I 
was assured by HMI at one meeting that other 
people would come in with expertise in this area
to help us look at our problems ....  and the
people they said would be coming to help us in 
this area didn't materialise. I think that’s 
perhaps because there's no remedial adviser in
(the LEA).....  The actual functioning level
in the classroom, very little contribution was 
made in that area - again the lack of initiative 
from above in directing us in that area probably."
(Transcript Gl6, ppl, 4).
The absence of advisory support was also keenly felt by the teachers in 
the Supplementary Education Department of the Phase 2 Case Study School.
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The only form of external contact this department had was with the 
psychologists in the Education Department at County Hall (notes of 
Departmental Meeting, 23/6/1980). They felt particularly bitter when 
they found that their subject had not been included in the initial round 
of HOD meetings organised by the LEA. A meeting for them was eventually 
arranged, where the problem was acknowledged and the status of remedial 
teachers was discussed.
The third resource which was provided for the schools in the project took 
the form of printed materials literature, proformae and leaflets 
produced by the LEA. The ideas and information introduced by this means 
will be discussed later. What is of interest here is the availability 
of the material, its clarity and the extent to which staff found it 
either suitable or useable.
When 124 respondents in the Phase 1 schools were asked by the research 
team to recall which items of literature they had read, the responses 
given were as follows s
Table 4.4
Items of Literature Recalled (Phase 1)
Item Read/Consulted Number of Staff
The Red Book - Curriculum 11-16 76
Curriculum 11-16 (LEA) 
The White Book 101
Progress Reports 12
Initial HMI Working Papers 10
In-House Conference Papers 5
Other 6
No. of Respondents: 124. Multiple Responses Accepted
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Although it appeared that 6l% of respondents read or consulted the Red 
Book, Curriculum 11-16, and B\% the White Book on aims and objectives, 
produced by the LEA, there wan considerable scepticism amongst the teachers 
about the extent to which documents had actually been read. As a Deputy 
Head of a Phase 1 school said:
"I would say very little of its been read.
I read 90% of it because it is part of my 
job to read and enlighten others when they 
ask what on earth was all that about."
(g 8, 118-122).
One of the troubles in Phase 1 seemed to be that of timing and availability
"Quite a lot of it came out later than it was
intended ....  (it was) interesting enough as
material in its own right, b u t ....  in fact
the material often came too late to be used 
in the stage in which it was intended to be 
used."
(Transcript A2, p 5).
"This (the Red Book) is the thing that was on 
very limited issue. It didn't get round as 
far as myself. I think there was a copy for
each Head of Faculty, not Department ....  It
didn't circulate, not enough."
(Transcript Al, p 5).
In the case study school, before the start of Phase 2 of the exercise, 
two copies of the following documents were given to the Head: 'The Red 
Book' - 'Curriculum 11-16' (DES, 1977aJ, 'Aspects of Secondary Education 
in England' (DES, 1979a)» 'A Framework for School Curriculum' (DES, 198°a) 
and'A view of the Curriculum’ (DES, 1980b). These were passed on by the 
Head to two HODs to hold available for staff (BO, side 1, 07^ +—076). By 
the time the exercise had formally begun in the school though, only one 
other HOD reported consulting these documents. When requests for them 
did come the number of copies of the Red Book, in particular, was found 
to be inadequate and six further copies were supplied at that stage by the 
researcher. The number of respondents who six months later reported 
having found the book useful is given in Table if.3-
During Phase 2 of the exercise two procedural leaflets from the ',EA 
were also distributed in the case study school. 22 of the 37 who 
responded to a question on this point in the fixed-response questionnaire 
indicated that they had received the initial circular on the reappraisal; 
20 respondents said they felt the tasks of reappraisal were specified 
both clearly and comprehensibly but 10 of these respondents also said 
that although the tasks were clear they were not specified in detail or 
in a useable form. 22 respondents reported receiving a circular on 
assessment. Only 7 respondents said that the tasks on assessment were 
specified clearly and 3 of them said they were not done so in detail.
16 respondents said the concepts were comprehensible but again only 6 
indicated that they were also in a useable form. There were clearly 
problems in this area. The form of these documents differed considerably 
from those used in Phase 1, where there had also been problems, 
particularly over the lack of procedural instructions.
"Proforma 1 had been presented to us on paper, 
but how one actually approach it, there were
no guidelines as to t h a t .... We were more
or less given no guidelines at all as to what 
we were to do."
(Transcript G9, pp 1, 9)-
Indeed 28 of the sample of 124 Phase 1 teachers interviewed made a specific 
recommendation during interview that the instructions and guidance on 
how to complete proformae should be clarified. Requests for more 
information on, for example, assessment and curriculum development were, 
on the other hand, made only by 10 respondents.
The difficulties experienced with the printed material in Phase 1 were 
often attributed to the level of the language used. 38 of the 124- 
teachers interviewed made criticisms of the vocabulary or terminology 
used. The following comments were typical:
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"I wish they had put it in English. It seems 
inexcusable to me that so much of it came 
out using jargon, which was incomprehensible
to the average teacher....  most of the
jargon was in the Progress Reports."
(A13, 145-172).
"I learned to decipher a great deal of English 
which on the surface meant nothing to me.
The communication of ideas, of concepts very 
often went above my head. That was a very 
common feeling. We found it very difficult 
to sort out of the plethora of information 
and ideas and the language in which they 
were expressed exactly what was being aimed 
at."
(A9, 138-150).
"The other thing was the language barrier.
Having just done an M.Bd. thesis and an M.Bd. 
course before that, being reasonably, 
tolerably, intelligent, reading a reasonable 
number of books on the subject, one could come 
to terms with the language. But if you're 
talking about a teacher, the normal classroom 
teacher in an urban comprehensive school, who 
is spending thirty lessons a week with low 
ability groups three quarters of the time and 
pressure as regards jobs is very much on them, 
whether we like it or not, their terminology 
and their understanding of the terminology is 
not there. A lot of the terminology used in 
the papers lost them. Consequently it probably 
lost contributions and opinions from a large 
proportion of staff. That should have been 
realised and the lack of communication shouldn't 
have taken place."
(G8, 058-078).
By the time the exercise had moved into its second phase the language had 
undoubtedly become more familiar. As previously observed, several teachers 
remarked on previous encounters with the literature and procedures.
Possibly as a consequence of this there seemed to be less criticism aimed 
specifically at the language, although one member of staff did have some 
fun at the projects expense and produced a 'random phrase generator' 
using a number of the terms picked up at meetings or from papers.' The 
lack of direct criticism did not mean that people did not find difficulties 
in using the terms and the definitions offered. They did and the nature
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of those win. be discussed later but there was also an acknowledgement 
that no one method of analysis was likely to be ideal:
"I think if you're going to go about this, 
you're going to come up with problems. I 
think I can’t honestly see a way, maybe 
you can, of finding a way where there aren't 
going to be problems. In general I think 
this was probably the only way to do it.
Let’s be honest, if we'd wanted to we could 
have changed it to any way we wanted to do 
it. Quite easily, I mean. That has been 
pretty well put to us. In fact if you wish 
to do it in any other way than is set down 
there, more strength to you. And we chose 
not to. But presumably we chose not to 
because we thought we could do it this way."
(Transcript Bl, Interview 2, p 6).
5. The l^ evel of Participation of those Involved in the Programme
It has already been shown how the initial machinery of, firstly, the 
domestic Steering Group and, secondly, the full Steering Group, including 
the Heads of the Phase 1 schools, was constituted within the LEA. When 
it came to the task of developing a methodology for the project and 
drawing up the papers, the procedure was described as follows:
"In the early days I think on average there 
were something like three of the advisers 
and three HMI and often one of the administrators 
involved in it, but it depended as time went 
on who was available because we were involved 
in other exerciser, as well."
(HMI2, interview notes).
As far as the schools were concerned:
"In practice schools, being so heavily 
committed and so on, did I think rely on 
the joint deliberations of the Inspectorate 
and the iEA representatives, advisers and 
administrators for taking the project forward."
(HMI2, interview notes).
Since the time advisers had available to devote to the project was, as we
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have scon,extremely limited, as was the time of HMI, the role of loadcrshit) 
in the enquiry seems to have been eventually assumed by a small number 
of people, notably one member of the Inspectorate and one member of the 
advisory service. As a member of the advisory service observed:
"That was another example of nobody predicting ....
the enormous logistics and work load implications 
of this. It wasn't until (one adviser} got 
released from most of her other work that things 
could really begin to move. It wasn't anticipated 
in the early stages. It was thought that the 
advisory staff collectively could operate the LEA 
side of the partnership with the Inspectorate."
(LEA**-, side 1, 630-€A6).
The member of the advisory service on whom most of the administrative 
responsibilities eventually fell explained the position:
"The more I became involved in it the more I 
realised that it had to become almost my first 
priority at the time. I've always been conscious 
that I 've neglected a good many other things I 
should have been doing in order to do this. I 
am also equally conscious that a lot of my time 
in this exercise has gone on what you might call 
the administrative part of it and not the helping 
of teachers. To a large extent I've had to rely 
on colleagues to do that kind of helping."
(LEA3, side 2 » 003-012).
Another member of the advisory service referred to the contribution
from the Inspectorate as follows:
III think the tremendous contribution that (one 
member of the Inspectorate) has made has been 
that he did produce a structure and an element 
of direction which I think was sadly missing 
early on. I think much of the value of the 
exercise may have sprung from just that one 
fact."
(LEA2, side 1, O9I-O95) .
An adviser described the working relationship:
"If one has met HMI colleagues before with whom 
there has been some kind of rapport, you've 
found a very close working relationship with 
them anyway. Though the time spent working 
together on this has been very much more than 
on anything else, I would suspect. One can
-156-
only ray that as far as the LEA is concerned, 
we have been extremely fortunate - how one is 
able to say it, I don't know - its the quality 
of the person you see, the quality of thinking... 
Wherever he goes he takes the meeting, takes the 
lead. He's that sort of dynamic person and every­
body stands back and lets him do it. But I don't 
think the exercise, as it goes through in the 
schools in the second stage and the third stage, 
is as dependant. But the thinking was done very 
much as a partnership. Other HMI colleagues and 
my own colleagues put in a lot of thinking. I 
think he has been a figurehead in many ways......
I think the exercise has benefitted, because I 
think a lot of staff from schools, not all, but 
a lot of them, have appreciated being able to meet 
somebody with that kind of mind and that kind of 
thinking, whether they agree or not. On the other 
hand there is a chance that some people who are a 
little less sure of themseT ves will shrink and 
not come forward at all."
(LEA3, sid e  3, 52/+-63I).
Thus the exercise in the LEA came to depend particularly in Phase 1 very 
much on the strength of two individuals, one of whom assumed much of the 
administrative responsibility and another who led many of the meetings 
and contributed much to the thinking behind the development of the papers 
and instruments of enquiry.
From all the evidence so far reported it is evident that only a small 
group of LEA advisers and HMI could actually be said to be in 'full* 
participation in the reappraisal programme. These people were 'outsiders' 
from the point of view of the school. 'Inside' leadership at the level 
of 'vicarious consent' was probably attained in the case study school only 
by the CRAG co-ordinator in the school. There were also in the case study 
school, however, a smal1 number of informal leaders in the school who 
could also have been described as participating at a high level.
In the fixed response questionnaire used in the case study school, members
-157-
were asked to indicate the activities in which they had participated 
during the time o f the field work. A cross-break of number of subject 
department meetings attended by members is given in Table if. 5.
Tabl e if. 5
Attendance at Meetings Convened 
by Department of Main Teaching Subject - Phase 2
Subject
Departments
Number of Meetings
1 2 3 if 5 6 7 8 9 10 11 12
1 1 l l
2 1 2 l
3 1 1 1
if 1 3
5 1 1 1
6 1 1 1
7 1
8 1
9 3
10
11 1
No. of Hespondents: 36; 10 Respondents gave no response
The responses indicate that one of the departments apparently convened as 
many as twelve meetings, and these were attended by all three members of 
that department. Other departments seemed to have convened up to six 
meetings. Department 11 is, incidentally, a single member 'department'. 
The variation in the number of meetings actually attended by members of a 
department may well reflect the difficulty the staff had in organising 
meetings at times when all departmental members were available.
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In addition to meetings of departments of their main teaching subject, 
some members of staff attended meetings of departments of their subsidiary 
subjects. This happened, for instance, in Science where four groups 
(Biology, Chemistry, Physics and Integrated Science) came together and 
in Modem Languages where teachers of French and German met together. Only 
one member of staff reported attending a meeting of a Department in which 
they did not normally teach.
A number of meetings of Heads of Departments were convened during the CRAG 
project. Members of staff from the case study school reported attending 
up to 10 such meetings at which the project was discussed. The project 
was also reported to be the subject of discussion at two meetings of the 
Senior Management Team in the school.
In all 15 members, of staff from the school reported attending the Heads 
of Department meetings, organised by the i.FA in July 1980. 3 members of
staff also attended a meeting for their subsidiary teaching subject or 
area of responsibility. A second set of meetings held later in the case 
study schools were similarly attended. 17 members of staff went to the 
meetings, 5 of them attending two of the scessions in their own school, 
and 1 attending two sessions a.t the other case study school. The fact 
that some of the meetings were 'on-site' may have encouraged the increase 
in number of meetings attended.
Reported participation in the drafting of written material in the school 
is shown in Table 1+.6. From the Table it appears that 27 (73%) of the 37 
respondents had been involved in the drafting of their departmental 
submissions.
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The figures in Table l\.6, may be compared with the figures from the Phase 
1 schools in which of the staff interviewed reported having been 
involved in completing the responses to proforma 1. It must be noted, 
however, that the samp'' e of respondents in the Phase 1 schools was 
se1ected to include those staff members who had been most involved in the 
enquiry. It was not therefore representative of the whole schools’ staffs. 
Since not all of the staff in either phases of the exercise appeared to 
have participated fully in all of the activities and since assistant 
staff wore represented by their Heads of Department at the meetings 
organised by the LEA their participation seems to be at the level of 
'representational consent'.
Tabi e ■ 6
Involvement in Drafting Written Material for CRAG - Phase 2
Item Drafted No. of People Involved
Part of the Departmental 
Statement on Aims and Objectives 15
The Whole of the Departmental 
Statement on Aims and Objectives 11
A Summary of the Responses from 
Members of the Department
(all the HOD^
12
The Programme for the In-House 
Conference 3
Reports of Discussions During 
the In-House Conference 11
No. of respondents: 36
The Heads of Department would however appear to be participating at a 
level nearer the level of 'direct consent'. They participated in more 
activities than the assistant staff and their involvement in the decision 
to undertake the project is confirmed by the following response by a Head 
of Department in the case study school to a question on that point:
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"Oh yen, we were asked if we wanted to take part. 
Well, of course,it was put to us that if we didn't 
take part people would wonder why we hadn't taken 
part. There was obviously a certain amount of 
pressure."
(Transcript BIO, interview 1, pi).
Another Heed of Department corroborated this by saying:
"I think it was put to us in a way that we couldn't 
refuse; I think that's possibly what some of the 
Heads of Department felt. That to refuse the LEAs 
invitation would be .... well, there might be 
trouble later on. We might be regarded as a 
school that didn't participate. You've got to 
think of promotion,haven't you,and how the school 
stands in the eyes of the LEA. I think the 
majority were happy enough. The thing is that it 
was rather vague so we didn't really know what we 
were letting ourselves in for and we still don't,
I think."
(Transcript B9, interview 1, pi).
The interesting thing is, however, that, although both the Head and the 
Head of Department say they were involved in the decision to undertake 
the project in the school, the negative implications of refusing to 
participate were so strong, that there appeared to be little real choice.
In terms of the mechanisms by which individuals respond to influence this 
represents 'compliance' with the request. Since they hardly seem to be 
at the level of 'direct consent' in the terms of Havelock and Huberman's 
analysis, it would seem necessary to insert an additional category of 
'compliant consent' between their levels (c) and (d). It is also apparent 
from the evidence presented here that the level of participation in the 
project increases with status in the school heirarchy.
The importance of creating dialogue at all levels and across all levels 
in a heirarchy to build up a sense of participation in the project is 
obvious. This is necessary both inside the school and between the school 
and the 'outsiders', i.e. the LEA. It is also obvious that it is not
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possible for everyone in the school to enter into dialogue on the needs, 
goals and strategies of the project. If Heads of Departments enter into 
such a dialogue and if this dialogue is communicated to the rest of the 
staff then the likelihood of a high level of participation should be 
greater. It must surely be possible to avoid the situation which prompted 
one member of staff with responsibility for a particular activity in the 
school to comment that, as (s)he did not usually attend Heads of Department 
meetings in the school and had learned little about the CRAG enquiry 
other than via the researcher or through brief contact with a Head of 
Department, (s)he went a.s a representative of the school to the meetings 
organised by the LEA feeling very unprepared:
"He went along with our pads and our bits of paper.
Vie didn't know which was wanted but we took it all 
to look good."
(Transcript B3, pi).
Surely this is an amazingly co-operative attitude in the circumstances. 
Another member of the staff approached the researcher for a briefing about 
the enquiry in his own school as (s)he was going for an interview and 
wished to know
"Something of the background."
(B 13, 0 0 5 -0 1 8 ) .
The differences in the levels of participation of the teachers and the 
Advisers and HMI was another thing that appeared to cause problems for 
some teachers in Phase 1, who found the spasmodic nature of the exercise 
difficult to cope with:
"The thing I disliked most about the approach 
and all the rest of it was a lack of understanding 
that you have a certain group of people who are 
totally involved all the time, the Inspectorate 
and so on. They are totally involved in it. Then 
you have a group of people who are spasmodically 
involved. There's a complete gap between the two 
in terms of one group of people having to pick 
it up every six months or every nine months as it 
occurred to them."
(G8, side 1, 051-057)-
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6 , The .eve! of Consensus on the P ro gram m e d  G o a l s  and. M ean s
During the series of interviews conducted in the Phase l schools, of the 
12*1• teachers who were asked, 65, i.e. just over jJOji, indicated that they 
thought the exercise had been worthwhile. This however gives no indication 
of what it was they valued. In the prior discussion it was stated that 
consensus implies agreement on the objectives of a project and on the way 
it is being carried out. It follows that if the objectives are not clear 
to all concerned then a high level of consensus is unlikely to be 
achieved. This does not however imp7y that a high level of consensus is 
required for successful implementation. Indeed the opposite may be the 
case. It merely means that it is difficult to agree with something you 
are not clear about. Whether lack of clarity and hence a reduced level of 
consensus has a deleterious effect is a seperate question.
According to one member of HMI (HMI1, interview notes, pif) the aim of 
the enquiry lias to get some who were not evaluating themselves to have a 
greater awareness of what they were doing. It was aimed at getting people 
to ' 00k at their own work and at involving some schools in the process. 
Schools had to examine what they were trying to do and decide whether 
what they were doing was worth doing. The schools were at the centre; 
the ,KAs were seen as ancillaries to the process.
Another member of the Inspectorate, however, seemed to have different 
views on the aims of the enquiry:
"We were told to engage with the 6 local authorities 
in testing the thinking in the GPG papers with 
schools in the authorities and to engage in 
curriculum enquiry, which would involve setting up 
a partnership with a certain number of schools and 
representatives of the local authority to monitor 
the curricular activities and developments in the 
schools over a period of two or three years."
(HMI2, interview notes).
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A-' Tar as t-he EA was concerned though the exercise appeared to have a 
multiplicity of aims:
(a) "The most immediate thing was to see how far
these ideas (in the Red Book) could be used 
in terms of the curriculum as it existed in 
schools. What was happening in the schools 
that fitted in to this kind of idea?"
(lea3, side 1 » 153-156).
(b) "To be pert of the larger exercise in appraising
and assessing the school curriculum. The things 
to be noted there were:
(i) Whether it vías, in fact, a balanced 
curriculum.
(ii) Whether it was relevant to the present 
needs of pupils."
(LEA5, side 1, 143-153)
(c) "To help schools cope with the (comprehensive)
reorganisation process over a period of years."
(Transcript LEA6, p 7).
With this multiplicity of aims emanating from members of both HMI and LEA, 
it was not very surprising that the schools in Phase 1 found it difficult 
to decipher firstly, the aims and,secondly, the specific objectives of 
the project. The effect of this is illustrated by the following remarks:
"The aims, and objectives were rather poorly 
explained and illustrated to us. There was 
an element of suspicion very early on that it 
was the stage one of an imposition of a fixed 
pattern of curriculum structure, which indeed 
it still could be. But that element of 
suspicion became apparent very early on and it 
wasn't clear whether we were doing something 
that was going to be useful, that was going to 
be involved in a final product, or were we just 
doing something that was going to produce a 
report that would gather dust ultimately."
(Transcript T22, p9).
The aims, or purposes of the enquiry were variously interpreted by the staff 
during the interviews I conducted in the Phase 1 schools. The responses 
given were grouped into eight categories. The categories are listed 
together with the frequency of response in Table 4.7«
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Table 4.7
Aims/Ob.iectives of the Curriculum Reappraisal - Phase 1
Aims for Phase 1 Frequency*
1. Not clear 39
2. 'Inspection' /  To check on standards or 
coverage of the curriculum 17
3. In-service education / To increase staff 
awareness of curriculum issues / To provide 
staff with information 12
4. To provide information for school based policy 
decisions /  To examine or document the 
curriculum 53
5. To provide HMI or the LEA with information on 
which to base local or national policy decisions 
including formulation of a common core curriculum 81
6. To facilitate the exchange of information 
between schools, or between subject departments 4
7. To seek teachers' opinions on curriculum issues / 
To enable teachers to affect decisions on 
national curriculum issues e.g. examination syllabi 4
8. To make teachers more publically accountable 3
* Total number of respondents: 124
Almost 25% of the respondents said they were unclear about the alms for 
the project. This ultimately became a specific focus of criticism for 
24 of the respondents, as is shown later.
Staff in the Phase 2 case study school were also asked to indicate in 
the fixed response questionnaire how precisely they thought the objectives 
of the project had been defined. The results are given in Table 4.8 
which shows that, to most of them, the objectives do seem to have been 
defined without a very high degree of precision.
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Table ¿4-. 8
Precision of Objectives - Phase 2
Precision of objectives Frequency*
Very precisely 0
Fairly precisely 11
In general terms 18
Vaguely 4
* Number of respondents: 37
To aid comparison the result of the survey on the aims perceived 
for the project in the case study school are given here in Table ¿4-,9 
although they will be discussed later. It is interesting to note the 
shift in emphasis from local or national policy decision making in 
Phase 1 to school-based decision making in Phase 2.
Table 4.9
Aims/Objectives of CRAG - Phase 2
Aims for Phase 2 Frequency*
To check on standards or coverage of 
the curriculum 15
For in-service development of staff 6
To examine the curriculum and hence provide 
information for school-based policy decisions 26
To provide information for HMI or the LEA on which 
they may base local or national policy decisions 21
To make teachers more accountable for their practice 11
* Number of respondents: 37
A comparison of the aims for the enquiry given by the HMI or LEA advisers 
with those given by the teachers has shown the extent of the discrepancy
-166-
of their viewB, but it is difficult to compare effectively because of the 
multiplicity of the aims given by all groups. However, it may be noted 
that none of the advisory staff or HMI mentioned the collection of 
information, yet this appears to be one of the most frequent perceptions 
of the teachers.
7. The Formulation of Plans for Implementing the Programme
One of the most frequent criticisms of the project voiced by the teachers 
in the Phase 1 schools was the absance of a clear plan for the project. 
Twenty-eight respondents raised this specific issue at interview. They 
felt that as a result of this there could be no realistic estimate of the 
cost or anticipated benefits of the exercise. Confusion over who had 
responsibility for directing the project seems to have been the cause of 
some of the trouble. Members of the LEA (see above) were expecting a 
degree of central direction.
"This affected us as much as it affected the schools.
We were very vague about what it was they wanted, 
because we thought they wanted something, We were 
very unclear. I think we were very fortunate in this 
LEA in that, because we had an extremely good working 
relationship with the HMI who happened to be assigned 
to this authority, we were able to talk through the 
vagueness with them, and therefore between us set our 
own way of doing it The fact that we had one HMI 
very much LEA based and another not so very far away 
meant that we were able to meet often until we came 
to a decision that, if we were going to progress, we 
had to set our own strategy and pattern for doing it."
(LEA3, side 1, 161-191).
Although the LEA aventually arrived at a procedural configuration which 
enabled them to implement the project, one adviser noted the resistance 
that seemed to build up as a result of the initial confusion:
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"It was the vagueness of the whole routine. It was 
clear to me that they (the HMl) were under pressure 
to do something, hut had not really had time to 
clarify what they wanted to do or how to do it. This 
LEA was clearly the kind of authority that would be 
sympathetic to HMIs coming with that kind of message, 
and I can remember the Senior Inspector was veiy vague 
about the time span, just what was being asked of 
individual schools and what kind of additional work­
load ..., regardless of any methodology actually to be 
employed. I don't think I was alone in feeling that we 
as an authority, certainly in looking at the schools, 
ought not to rush into this until things were a lot 
firmer."
(LEA4, side 1, 078-106).
Confusion in the LEA naturally permeated through to the schools in 
Phase 1. One Deputy Head involved in Phase 1 of the exercise was very 
critical of this aspect of the exercises
"At no time as far as I'm aware has it been clearly 
stated about what they were actually trying to do. 
That was my biggest criticism of it."
(G8, 033-036).
Another noted the effect this had at an early meeting in the school:
"I think it got off on the worst possible footing. I 
know its a difficult task, but I honestly felt that 
they (the LEA and HMl) didn't know what they wanted 
either. They said to me since that they were so 
frightened of treading on peoples' toes and perhaps 
putting forward concrete ideas of saying we would like 
you to do this and they wanted to leave it so open-ended 
that in fact, in my view, nothing happened at all. I 
think it was a disastrous first meeting. I was 
cynical about it as a result."
(T20, 015-030).
Yet another remarked:
"I personally found it frustrating to discover there 
was no national agreement on the way we were con­
ducting the exercise. I found that disconcerting.
I think the actual explanations given by the HMl whose 
group I attended were less than clear. That I found 
unrewarding, to come out feeling more confused on 
occasions than I went in."
(Transcript T19» p4).
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In the case study school in Phase 2, although every HOD said at the 
outset of the exercise that they thought that the exercise would he 
worthwhile, they did not seem to he any clearer than the Phase 1 
teachers about what was entailed or what benefits the exercise might 
bring them:
"I was rather confused generally. I was told about 
this big thing we were going to do on the curriculum 
and we kept hearing little bits about what we were 
going to do. It all seemed rather confusing because 
a lot of it went right over my head to start with.
I thought it would probably clear as we got into it.
I don't think unless you are doing it you know what 
to ask."
(B2, 007-019)*
When asked how he had found the introduction of the project to the 
school, another HOD replied:
"Well, I haven't got any specific criticisms of the 
way it was introduced, but .... analysing my thoughts 
on it, I find that I possibly have rather a poor idea 
of what to expect next. I don't really know what's 
going to be expected of me."
(B13, 024-031).
and a third said:
"I think we've been involved in the decision-making 
as to whether we should take part, but as to knowing 
quite what we're letting ourselves in for I don't think 
I do, but .... I think it’s been discussed enough."
(B10, 007-020).
The willingness to go along with the project in spite of little know­
ledge of what it entailed was endorsed by a fourth HOD, who commented:
"I didn't understand and didn't know, and still don't 
really know yet, not having started it yet."
(B4, 100-014).
It is possible to attribute the fact that the teachers in the case study 
school seemed relatively untroubled by their lack of knowledge of the
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project to assumptions they were making about its procedural structure.
It seemed that the Phase 1 teachers not only felt that they did not know 
what was expected of them, but they suspected that neither did the LEA 
advisers or HMI. The project structure was not at that stage well 
defined. By Phase 2, however, there had been time to develop a structure, 
and although the teachers may have had little knowledge of it, they did 
not seem to doubt its actual existence as the Phase 1 teachers had done. 
The foundationsvere therefore more secure.
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¿t-A Su m m ary
The following items represent a summary of observations made and the
opinions expressed by those involved in the project.
1. The activities of the project followed a complex and slow moving pattern.
2. The period of the activities recorded in this thesis represent a small 
but significant part of the total pattern of activity.
3. The scale of the project was very large both on account of the number 
of people involved and also because initial aspirations were so high, 
although these gradually diminished as the programme was enacted. The 
change in thinking required of the teachers in Phase 2 was less than 
that required in Phase 1.
4. Implementation of the programme was extremely rapid in Phase 1. This 
created heavy demands on the infrastructure which in turn was partly 
responsible for the early demands for central direction.
5. The HMI conception of their roles as equal partners in the enquiry 
did not appear to be one held by the members of the LEA advisory 
service or by the teachers in the schools.
6. The thinking behind the project appeared principally to depend on the 
existing expertise of HMI and members of the LEA advisory service.
There was almost no input from other sources.
7. The LEA advisers' conception of their roles as equal partners with 
the schools in the enquiry did not appear to be one held by the 
teachers in the schools.
8. It seems that teachers in the schools felt obliged to participate in 
the pro ject because of the role or position they held in the educational 
system.
9. Although for most teachers the tasks required only a moderate amount 
of time to complete, teachers found it very difficult to find the
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amount of suitable time required. LEA advisers had to find any 
extra time they needed for the exercise by adjustment of their 
existing work load,whereas HMI were allocated a certain amount of 
time for the exercise.
10. There were many criticisms of the lack of support and help offered to 
the teachers in the Phase 1 schools. Little LEA advisory support and 
help was given to the teachers in the case study school other than 
through co-operation over the In-House conference.
11. More copies of background literature appeared to have been needed.
12. The LEA circular setting out the tasks of reappraisal was clear and 
comprehensible, but more detailed instructions appeared to have been 
needed.
13. The project came to rely heavily on a small number of people in the 
LEA and in the Inspectorate.
1^ +. The number of meetings held by the individual subject departments for 
the project varied considerably.
15. Approximately 70?o of staff in the case study school were involved in 
drafting some or part of their departmental submission.
16. The level of participation of the teachers varied with status in the 
school heirarchy.
17. There was a multiplicity of aims and objectives for the project and
a discrepancy between the aims or purposes of the project as perceived 
by the various groups involved.
18. Plans for the project were not clearly formulated at the outset, nor 
was a pilot study undertaken.
19. The fact that people lacked knowledge of the procedural structure of 
the project did cause resentment and frustration for the teachers in
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Phase 1, hut by the time the project reached Phase 2 this did not 
appear to be for them a major source of concern, possibly because
a number of teachers in the school were familiar with the framework 
and background ideas of the project before it was introduced to them.
4B. The  R e a p p r a is a l  P r o c n d u r e
In Chapter III, Theoretical Methods (Page 84), the reappraisal procedure 
was separated into three chronological stages, and models were drawn to 
illustrate the processes involved at each stage (pages 86, 87). The three 
stages which were identified were:
1. The Specification of Aims and Objectives
2. Policy Decision-making
3. The Building of Solutions
These are now considered in turn in the pages that follow. For each stage 
evidence is presented on those factors which it was thought might be 
significant in affecting their progress.
4B.1 Model 1: The Specification of Aims and Objectives
a) The specification of the need for curriculum reappraisal
The origins of the reappraisal exercise have already been traced and 
documented in Chapter I. An examination of the evidence presented there 
confirms that the reasons for undertaking the project seem to have been 
articulated in the main by senior personnel principally members of H.M. 
Inspectorate. There appears to have been little or no contribution in 
the early stages from the teachers, although they in the long term were 
eventually to become the principal ’users' of the project materials.
Within the area LEA one member of the advisory service explained to me 
his views on the reasons behind the HMI initiative:
"The context of all this was the so-called Great 
Debate... It started very much from the 
Inspectorate's response to the questions that arose 
during the debate - I think it is important to 
remember that some pretty nasty things were said 
about education, particularly in the name of employers 
at that stage - and a growing concern that educationalists 
didn't really know what was being effected in the name
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of curriculum in the schools. There was a very 
significant timing about this. It wasn't 
coincidental that the areas of experience 
approach and the 11-l6 Red Book and the process 
of reviewing the curriculum all occurred within 
that context. The establishment needed a prod 
in that direction. The Great Debate posed certain
questions to which a response was necessary....
The Department had its share of pressure, 
particularly from ministers who wanted to know what 
went on in schools. Also circular 14/77 had. been 
sent round at the time asking certain questions of
LEAs ....  Here was a government Department pressured
into taking a much more active interest."
(LEA4 , side 1, 004-055).
Although there would appear to be some misconceptions in this comment about 
the timing of governmental and HMI initiatives,the interpretation offered 
seems to fit well with inferences drawn from the historical evidence 
cited earlier. It highlights the dissatisfactions expressed at the time 
from both employers and politicians, although there is no indication of 
why the politicians were at that time exerting quite so much pressure.
It is possible that they saw educational issues as a means of catching 
votes. Could they bring the critics into the Labour Camp by supporting 
their attitude towards the schools? Or was this a red-herring designed 
to turn attention away from the worsening economic climate? These 
questions are not easy to answer and are unlikely to be found within this 
enquiry. Maybe both had a part to play.
At the local level a note outlining the Draft Programme, produced by the 
area LEA, was published in February 1977 (LEA, 1977). An accompanying 
leaflet traced the initiative back to the dearth of organisational models 
for secondary schools and to inconsistency between schools on curricular 
content. Attention was drawn particularly to the problems this created 
for a mobile work force. Although this leaflet was available to teachers 
in the Phase 1 schools in the area LEA, only a few mentioned substantive
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issues such as these when asked later about their opinions on the origins 
of the exercise. Most focussed on the more political aspects, for example:
"I really felt that it had come through the Ruskin
College speech, that basically it was political....
One reason for undertaking it (the CRAG exercise) 
was because of the disparity in what we might call
general basic education on a geographical basis....
the movement of population for employment purposes...
Often, if they were at examination level, the children 
faced difficulties. As the exercise developed the 
idea of trying to establish precisely what we were
teaching seemed to diminish ....  but perhaps I didn't
see it correctly.. . .
....  about that time it was about the Great Debate,
and it was concern about literacy and it was often 
Bullock and that sort of thing. Perhaps there was a 
bit of a panic going on in the DES that we ought to 
have written something about what's going on."
(Transcript T22, pi).
By the time the Phase 2 schools became involved however, these concerns 
seem to have become less pressing, although others had risen to take their 
place. The Staff Inspector responsible for the national enquiry was quite 
specific. Falling rolls, he said, and the severity of the recession had 
forced schools into a situation where they had to think what they were 
doing. He felt that amongst Ministers the drive was, at that stage, on 
'national needs'. He was in no doubt that the school system was too 
complicated. It had,in his words, grown 'like Topsy' and was not therefore 
meeting what were seen as the 'national needs'. Frameworks for the 
curriculum had been written and would, he knew, be addressed to LEAs 
giving the Ministerial view. They would say that the Department was not 
satisfied and that change was expected (HMI 1, Interview notes,l/l0/80, 
pages 6 , 7 ).
Within the area LEA in the Phase 2 case study school the same theme was 
emphasised at the meeting convened to introduce the reappraisal procedures
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to the HQDs. At this meeting the teachers were also told that they might 
benefit from the opportunity to exert their influence on curriculum 
matters through participation in the project (DES 19 8 0a, Motes of meeting 
(LEA/HMl/HODs), Case Study School,12th June, 19 8 0, pp 1.2). Such statements 
seemed to compound the early confusion. The teachers were uncertain whether 
they were being asked to change or to justify their existing practices.
They were uncertain whether they were being asked to propose changes and 
if so where the resources and infrastructure was to come from to back up 
their proposals. If the teachers were to be able to make their voice 
heard on government publications such as ’A Framework for the Curriculum' , 
as had been suggested by what means, they asked, was this to be achieved.
Later in Phase 2 of the reappraisal at the HODs meeting held in a local 
teachers' Centre, HMI raised yet another issue, the need to establish 
agreed criteria for a common examination system at l6+, again suggesting 
that CRAG provided the means whereby the 'voice of the classroom' might 
be heard (Notes of meeting of HODs, LEA teachers' centre, 2nd July I98O, 
pi). Furthermore at the end of this meeting a representative of the 
area LEA announced that it was now accepted that the reappraisal procedure 
provided the means whereby the authority could fulfil its obligations to 
respond to circular 1^/77 (DES, 1979b). The reappraisal procedure had 
undoubtedly by then become a means of collecting information and an 
administrative convenience for the LEA. The aims attributed to the project 
were multiplying and shifting in emphasis. The political origins of the 
second phase of the exercise were the subject of speculation for a member 
of the area LEA advisory service:
"I think the Director is introducing it for 
political reasons, that there is going to be 
pressure for accountability and assessment 
from Members (of the Education Committee).
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This seems to be a nice way of saying we are 
doing it already. It's a 'fending off' exercise.
I think that more than the value that will come 
from the exercise itself."
(LEA 2 , side 2, 100-120)
In the Phase 2 case study school the Head also raised the question of 
accountability:
"I see it basically as going back to the idea 
that schools, because they are becoming 
increasingly accountable, must be increasingly 
self-critical or at least aware of what they 
are doing and I don't think we have been in 
the past. I think there's been too much "Well, 
we've always done it this way haven't we?" and 
that is not good enough. We're in an era of 
public accountability. We're in an era of 
diminishing resources. We’re in an era where 
the world is changing very rapidly indeed and 
if we sit back and carry on as we have always 
done, we may find ourselves selling the pupils 
short."
(BO, side 1, 088-094-)
To see how the origins of the exercise were conceived by teachers who entered 
the reappraisal project in Phase 2, the teachers in the case study school 
were asked in the fixed response questionnaire to indicate who they 
thought had initiated the project and who was instrumental in defining the 
reasons for undertaking it. Several possible agencies were listed for the 
teachers to choose from. Their responses to the questions are given in the 
following tables.
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Table 4.10 Questionnaire Responses. Case Study School
Q. From what persons or groups do you believe the CRAG project 
came initially?
Person/Group Frequency
Universities 0
Colleges of Fducation 1
The Department of Education 
& Science 13
Politicians 4
HMI 8
The Local Education Authority 15
The Examination Boards 0
The Schools’ Council 4
Schools 0
Multiple responses accepted. Total number of respondents = 36
Tab!e A.11 Questionnaire Responses. Case Study School 
Q. How strongly in your opinion was the need for the project felt by 
different groups?
Group/Person
Frequency of response to Bcore Mean
Score5 4 3 2 1
HMI 21 12 0 0 0 4 .6
LEA advisers 17 13 1 0 0 4.5
The Head 8 23 2 0 0 4.2
The Teachers 0 14 12 6 2 3 .1
Scores: 5 : to a great extent 
4 : to some extent 
3 : to a minor extent 
2 : not at all 
1 : disputed by
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Table if. 12
Questionnaire Responses - Case Study School.
Q. To what extent in your opinion did the following groups or persons 
clearly define why the project was needed and which issues they 
hoped it would resolve?
Group/Person Frequency of Response to Score Mean
if 3 2 1 Score
HMI 7 12 2 10 2.5
LEA Mvisers 6 if 3 5 2.8
The Head 2 20 7 l 2.8
The Teachers 1 if 12 13 1.8
The Senior Management Team 1 19 6 if 2.6
The CRAG Co-ordinator in 
the School lif if if 1 3.2
Scores: if : to a great extent
3 : to some extent
2 : to a minor extent
1 : not at all
The responses would seem to indicate that the majority of teachers were of 
the opinion that the need for the project was felt principally by HMI and 
LEA advisers, to a lesser extent by the Head of the school and least by 
the teachers themselves. Most of the teachers also appeared to think that 
the project had been initiated either by the LEA or the DES. They all 
knew it had not been initiated by teachers. The external origins of the 
project would thus seem to have been quite clear. What appears to have
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been less clear is the extent to which any agent was able to provide 
information for the teachers on why the project was needed and what its 
aims or goals were. Certainly the teachers do not seem to have seen 
themselves as instrumental in defining reasons for undertaking the project. 
Maybe the reasons were too complex to put over easily or maybe no one 
group put enough effort into trying to explain them to the teachers. 
Whatever the cause no one source of information was picked out as being 
significantly better than any other in this context.
The need for the project thus appeared to be strongly felt but was complex. 
There were, certainly, expressions of dissatisfaction - with examination 
systems, with the complexity of the school system and with complacency. 
These issues were mostly a matter of national rather than local concern.
The questionnaire responses do not suggest however that much effective 
consultation took place between the members of the groups involved in 
order to clarify precisely which, if any, of these issues the project could 
hope to resolve. Since this last conclusion is here inferred only from 
the quantitative data, further evidence on this point is now examined to 
see if it can be substantiated.
Two briefing meetings were observed in the Phase 2 case study school 
before the actual process of reappraisal began. Both were held in June, 
1980. The area LEA adviser with administrative responsibility for the 
project was the principal speaker at both meetings, which were attended 
by the Heads of Departments, the senior members of staff and the school 
librarian. The first of these meetings was used to inform those present 
about the reappraisal exercise, the second to answer questions from the 
floor.
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In the first meeting the issues raised were:
(i) National concern over the quality of the curriculum giving rise to
(a) HMI initiatives resulting in the writing of the Red Book, 
the National Curriculum Project and the Secondary Surveyj
(b) political initiatives resulting in the Ruskin College 
Speech, the Great Debate and the Framework for the 
Curriculum;
(c) the response of HMI to the 'Framework', viz: 'A view of the 
Curriculum'5
(d) Government initiatives on a second 'Framework* document.
(ii) Conflicting demands on the curriculum arising from the needs of
pupils, the needs of employers and the influence of parents.
(iii) Benefits which might be gained from participation in the project.
These were numerous and included the following:
a) teachers' views would be able to be heard through involvement 
in the project;
b) since everyone in the school would be doing the reappraisal 
at the same time, there would be simultaneous rather than 
piecemeal review;
c) it would be possible to add the dimension of the total 
curriculum to departmental deliberations;
d) members of a department would be able to talk through the 
curriculum together;
e) probationary staff would be able to learn from experienced 
staff;
f) staff would be able to establish the unique qualities of 
a subject and observe the differences between subjects;
g) the use of a common language which would lead to common 
knowledge;
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(iv) A discussion of the proposed method of analysis in terms of:
(a) skills — the distinction between those taught and those 
assumed}
(b) attitudes - the distinction between those taught and those 
expected or assumed;
(c) methods - an assessment of variety;
(a) assessment — constraints imposed by external examinations
- subjective and objective assessment
- information needed for parents/employers.
(v) Practical difficulties anticipated for participants because of:
(a) large departments;
(b) the 'single-person' department;
(c) the lack of a suitable framework for subjects without a 
'body' of knowledge.
The second meeting held, as the first had been, after school was attended 
also by the area LEA phase adviser to the school and a member of the 
District branch of HM Inspectorate. In this meeting questions from the 
staff focussed on such issues as:
(i) Pressures on the curriculum to adapt to unemployment, changes in 
technology, falling rolls, changes in society, changes in pupil 
teacher ratio and parental demands for qualifications; the 
constraints these imposed on the school curriculum;
(ii) External decisions over which the school felt it had no control, 
such as comprehensive reorganisation and examinations;
(iii) How to handle, within the reappraisal, the distinction between 
existing practice within the school and what people would like 
to happen;
(iv) The means for evaluation of curricular aims, i.e. criteria for 
establishing what a 'good' aim is;
(v) Clarification of the reappraisal procedures.
At this meeting a number of decisions were announced. It was proposed by 
one of the Deputy Heads, who by then had assumed responsibility for 
organising the reappraisal programme in the school, that the teaching staff 
should undertake the curriculum analysis according to the LEA circular 
omitting for the time being the item on pupil assessment. This analysis 
would be undertaken for years 1 - 3 in the school only and returns, on 
one side of A*t-, were to be completed by the end of the Summer Term,i.e. 
four weeks from the date of the meeting.
At no time in either of these meetings were goals which teachers might wish 
to achieve through the project either mentioned or discussed, nor were 
any needs specific to the school synthesised from the discussion of 
general concern over the quality of the curriculum. The ancilliary benefits 
which the teachers might gain were carefully considered, but, again, none 
of these was related to needs or goals in curriculum terms. Furthermore, 
as only Heads of Department and senior members of staff attended those 
meetings, two thirds of the staff had no briefing by or discussion with HMI 
or advisory staff at all.
The needs of the school vis-a-vis the aims of the project may well have 
been discussed by senior members of staff among themselves or with area 
LEA representatives. Of that there is no record. There may also have been 
informal discussions between members of staff at all levels. What remains 
is the fact that there was apparently very little dialogue or consultation 
in the early stages over the need for, or goals of, the project between
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the 'users', i.e, the teachers, and the co—ordinators of the project.
It could of course he argued that to invite such a discussion or to engage 
in such negotiation could have heen counter-productive. Once the decision 
had been made that the school should participate the staff might as well 
just 'get on with the job'. But if, as has been postulated earlier, the 
effectiveness of the intervention were to depend on the extent of consensus 
on the value of the reappraisal programme and if the level of consensus 
itself were to depend, as Fullan (1972) suggests (see p97, Chapter i), on, 
among other factors, the negotiation of values, goals and the reasons why 
the project is required, then neglect of this is likely to create problems.
If the need for the project and its aims were thought by all groups 
concerned however to be essentially the same or very similar, then 
presumably negotiation would have been unnecessary. Statements of the 
various groups were therefore examined to see if this was indeed the case. 
Three documents by HMI were made available to teachers in the case study 
school, namely the 'Red Book', Curriculum 11-16 (DBS, 1977a), 'Aspects of 
Secondary Education in England' (DES, 1979a) and 'A View of the Curriculum' 
(DES, 1980b).
As there was no other contact between HMI and many of the teachers during 
the period of the case study these were the only sources from which HMI 
perceptions could be easily derived. The contents of these papers have 
already been discussed (pages 18, Zk, 25 ). All draw attention to the 
problems of establishing balance, breadth and coherence within the curriculum 
and the need to reconcile the development of basic skills with the demands 
of society, of employers and of parents.
-185-
Little comment of a substantive nature on the whole curriculum issues 
appears, in contrast,to have been documented by the LEA, although at 
various meetings the views of HMI were reiterated and publically supported 
by members of the advisory service (HODs meetings, area Teachers' Centre). 
The first procedural document (LEA, 1980) sent by the LEA to the Phase 2 
case study school gave the goal of the project ass
"To give teachers a general perspective of what is 
involved in the total curriculum and to (enable 
them to) identify for themselves and other 
colleagues how their subject contributes to that 
total."
The project, it said,
"Is a means whereby the school can analyse the 
formal curriculum it offers, assess the demands 
made on pupils and identify their needs."
Thus the LEA appeared to focus on the means rather than the ends of the
process. This makes it very difficult to compare or contrast the views
of HMI and members of the area LEA on curriculum issues.
To discover what need the teachers felt for reappraisal, all of the 
Heads of Department of the Phase 2 case study school were interviewed to 
ascertain what it was they hoped to achieve from the exercise. A broad 
sample of their views is displayed below for subsequent analysis and 
comparison:
(a) "I would hope to be able to find out where I'm going
wrong with the things I'm teaching, to clarify my 
own thoughts about certain areas of the curriculum, 
with the advantage that I'd clarify my own reasons 
for teaching things. And also I would like to be 
able to clarify what I'm doing to other people, 
because I think, with my subject, there’s an awful 
lot of confusion in other peoples' minds, a lot of 
things they don't know about that go on... I think 
there's an awful lot of overlap that we could get
....... between subjects and perhaps help each other
an d....... make things less confusing for the
children, when they've been taught the same things 
in three different ways."
(B2, 048-065)
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(b) "I feel very strongly that we’ve got to ...
at the end of this two years, have some 
sort of document which is a working document
of some use to us.......  to get the members
of my department to realise that at the end 
we should have a working document and we 
should in fact be more cohesive than we are
n°w .....  It's no good... getting people
thinking they can teach independantly. There 
are things that have got to be got across and 
if they are not got across roughly at the same 
time in certain years, then it's a waste of 
time".
(Bl, 025-(*7)
(c) "... to give an overall view of what is actually
going on in the schools - and I sometimes wonder 
if people at the top do actually know what is
going on in the schools...... The DEE - I don't
know how close to reality they are. Do they 
really understand what happens in a school and 
the problems that are involved? They are so 
divorced from it and perhaps most of them have
not been teachers....  I think if we can get it
through to them it would help an awful lot.
Occasionally you get things coming down, circulated 
back down: "You must not do this because....". I 
don't think we've ever had anything to say that 
'this'.... must be taught, but they do put limitations, 
and I don't think they've been thought about really, 
in the school situation.
(I'd like to see) a better understanding of what
happens and why things happen in schools.... to
see whether the curriculum approach can be improved.
I suppose if you look back overall .... the curriculum 
has changed very little since the establishment of 
the first grammar schools".
(B 3 . 1 3 3 - 157 )
(d) "(I'd like to see) a clarification of ideas as to our
aims in each of our subjects, so that we're not just 
teaching facts for the sake of fact, but with a view 
to helping the children develop skills; I'd like to 
see that at grass roots level. Then I'd like to see 
an overall policy for the school so that children aren't 
being bombarded with the same type of teaching the 
whole time and that they do use different skills, they 
do do things in different ways, there is variety for 
them. And much more linking up between departments... .
we are very departmentalised, aren't we?..... Not
just in this school - all schools have this thing - 
this unit they work in ". (B*+, 100-118)
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(e) "I think I'd like to see some basic ground rules
emerge. By that I mean basic information, or 
consensus about the curriculum and what schools 
are doing."
(B 6 , 0 2 6 -0 2 9 )
(f) "The thing I want to get involved with is meeting
people from other schools with similar problems....
I think there needs to be some documented evidence
of some sort.... that the whole school could know
about. We work in so many little pockets at the 
moment. I would like everybody in the school to 
know exactly what goes on in the place. Then you've 
got an overall picture. That should help at the 
admin, level in planning anyway and 1 think also 
that when you get an overall picture you tend to 
look if you want to make changes in various parts 
of the timetable for instance. If you know the 
reasons why from the whole picture you're more 
likely to be , shall we say, co-operative, 
particularly if it has an adverse effect on you 
or your particular department or area."
(» 9 ,  0 4 1 -0 7 4 )
(g) "I'd like to feel there was more discussion and
understanding across the curriculum. I think 
at the moment we are .... not isolated, but we 
do work within our own departments and if we do 
cross the boundaries ... it's as individuals .... 
and more in the way of study skills, although we 
are developing this ... but not a great deal goes 
on across boundaries."
( B l l ,  O8O-O89)
(h) "You can make all sorts of new sounds about how we've
got to justify the curriculum, which it certainly 
needs in this area .... bringing up children to be 
truly educated. I suppose it's cohesion really, the 
idea that the whole school's got a purpose, a 
justification for what it's doing."
(B 1 2 , 1 1 9 -1 2 3 )
Examination of the above eight quotations (a - h) suggests that what the
Heads of Department are hoping for includes:
(i) (selfRevaluation of teaching performance: (a),
(ii) a justification of present practice to
themselves: (a), 
other teachers/departments: (a),
the community at large: (h),
- 188-
consensus and consistency of approach on content/methodology 
between staff in a department (b), 
between departments (a),
a documented plan for the courses in the Departments (b), 
understanding by 'outsiders' of the rationale and constraints
of the school situation (c)? 
variety in teaching methodology (d),
the establishment of agreed criteria for the curriculum (e) , 
agreement on aims for the whole school (h), 
the sharing of information between departments (a, d, g),
between schools (f), 
on which school policy decisions are based (f).
A comparison of these aspirations with the needs of secondary education, 
distilled from the 'Red Book' and the propositions given in 'A view of 
the curriculum' shows that there is considerable common ground on the need 
for a common framework, on the establishment of agreed criteris for the 
curriculum and for the contrast and comparison of the role and functioning 
of the different departments. The goal articulated in the LEA circular, 
i.e. to give teachers a general perspective of what is involved in the 
total curriculum, is also consistent with item (ix) from the teachers on 
the sharing of information. The lack of overlap on the other matters 
raised by both sides indicates the extent to which discrepancy existed 
between the various groups involved at the start of the exercise in the 
school. Admittedly neither the HMI Red Book nor the view of the curriculum 
had been written for use in the project, but both were supplied to the 
school as part of that project. Neither was extensively debated or, as 
Table 4 .3  suggests, even read. The conclusion must be that the needs 
for the project and the goals of the project were externally generated
(iii)
(iv)
( v )
(vi)
(vii)
(viii)
(ix)
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and took little account officially of the specific needs of those in the 
particular school situation. Whilst HMI naturally focused on issues which 
arose in the main from the way the educational system as a whole operated 
in this country, the LEA centred on what was essentially in-service 
education for its teaching staff and the teachers themselves focused on 
the problems they encountered in their school. All of these 'needs' 
undoubtedly deserved attention and all were the proper concerns 
of their authors. But to which did the project address itself?
The state of confusion over the aims and purposes of the project seems to 
have changed little with time. The teachers in the Phase 2 case study 
school seemed to be little better informed on the origins of the exercise 
and the reasons for undertaking it than Phase 1 teachers had been. The 
level of consultation on the need for the project and the issues it was 
hoped it would resolve seemed to have been minimal. These observations 
were reported back to the teachers via a case study document (NWEMC, I98O) 
which 1 wrote whilst working at NWEMC and a number of staff were later 
asked to comment on them. Their comments substantiated the low level of 
consultation, but surprisingly few said they were in favour of a more 
extended dialogue. As one Deputy Head put it s
"The quality of discussion was more important than 
the quantity. Every member of staff was aware of 
what was going on. The Heads of Department met a 
lot. The policy was deliberate."
(Review Transcript).
Another confirmed this approach:
"It was the appropriate way. With more dialogue 
we might have restricted it and that would have 
been a pity." (Review transcript).
The Head also supported this view, but for different reasons:
"The needs of the school will surely emerge from 
the documents produced. It is difficult to gain
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a true assessment of the needs until you start 
talking."
(Review transcript\
Negotiation may hardly have been a term which was therefore appropriate 
in this situation. The members of the LEA and HM Inspectorate had the 
basic information and facts of the reappraisal procedure. The teachers 
did not. Facts such as these are transmitted by consultation, rather 
than by negotiation. As one teacher put its
"Due to the ignorance of the staff it was felt 
that the lead should come from people who 
knew more about it."
And as yet another member of staff observed:
"Many didn't know what was going on and had to 
wait and see. A lot of people wouldn't have 
wanted to do it if they'd known the amount of 
work-.... "
(Review transcripts)
The case for extended consultations or negotiations at the early stages is 
therefore brought into question. Undoubtedly there was relatively little 
of either. This may or may not have acted as a disincentive. There was 
however a range of responses to this situation and the level of commitment 
varying from complete co-operation to frustration and even irritation 
(see later) over it.
Certainly there were staff who referred openly to the project as "rubbish", 
and those who expressed astonishment at the idea that they might themselves 
benefit from participation (Case Diary notes) but there were also many 
others who spoke of the benefits both they and the school had gained.
Levels of commitment and consensus are explored in the following section 
of this chapter alongside an analysis of the benefits which teachers 
eventually reported gaining from their participation in the process of 
reappraisal.
b) The specification of criteria for curriculum reappraisal
Following the specification of needs and issues to be resolved, the model 
for the specification of aims and objectives has a second step, the 
specification of criteria by which it may be judged whether the specified 
needs have been met and/or issues resolved.
HMI provided some such criteria in the first section of the 'Red Book'.
Not only were the needs for the project articulated there but some criteria 
were also established by which it might be judged whether or not they have 
been met. The criteria included the extent of the quality of opportunity 
available to girls and the adequacy of the provision for the gifted, for 
the least able, and for ethnic minority groups. They also included the 
extent to which intentions and learning objectives are realised and to 
which a balanced and coherent programme is achieved for each pupil.
Balance here was judged quantitatively by the contribution of the curriculum 
to each of the eight areas of experience. Also mentioned was the criterion 
of consistency, of how far it was possible to develop, by common agreement 
within the subject disciplines, programmes which were consistent between 
schools.
The only criteria offered by the LEA, in contrast, in any document was the 
extent of balance within the curriculum as measured by the subject 
contribution to each of the eight areas of experience. * 1 though the 
questionnaires (or instruments of reappraisal) sent to the schools in the 
Phase 1 by the area LEA asked for an assessment of the schools' contributions 
to pupils' understanding of society, of the world of work and of personal 
relationships, no criteria for assessment of a school's contributions was 
offered. Indeed it was subsequently learned that the schools had been 
expected to assess and evaluate their responses to these questionnaires 
themselves.
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The teachers opinions on criteria in this context are not readily accessible 
as none were formally asked for. Some teachers discussed this problem 
with the researcher and some of the quotes from the teachers in the case 
study school imply that a set of criteria could be developed. For example, 
in quotation (a) the extent to which information on common content is 
shared between departments could serve as a criterion. In quotation (b) 
it could be the extent to which a common programme of instruction is 
established and adhered to by the teachers in the department. However 
there is no evidence to suggest that these were discussed as such between 
the members of the groups involved in the project.
(c) Examination of existing -practices of curriculum reappraisal 
The third step in the model for the procedure for specifying aims and 
objectives is the examination of practice. For this step the project 
relied on teachers from individual schools to bring information on their 
present curricular evaluation practices to the attention of both the 
project co-ordinators and also the other schools via HOD meetings in 
the area LEA.
In Phase 1 little account was taken of the differences in practice between 
the schools. Eveiy participating school received exactly the same set of 
proformae from the area LEA and was asked to return these when complete by 
a given deadline. The procedure in Phase 2 was more flexible, partly 
because some of the schools had knowledge of and access to some of the 
project materials and had started to institute curriculum evaluation 
procedures of their own. One Phase 2 school had, for example, formed a 
Curriculum Committee, whose members represented all the various departments 
and levels of status of teachers in the school. The functioning of this 
committee was described in some detail at a meeting of Phase 2 project 
co-ordinators in the area LEA. Schools like this which had already
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developed procedures for curriculum reappraisal were expected to adapt 
the project materials themselves to fit in with their existing practices. 
Inevitably there were some difficulties and misunderstandings. Members of 
the LEA, having been told that one Phase 2 school has already undertaken an 
analysis of the aims and onjectives of its own curriculum, simply did not 
send that school the review papers relating to that part of the exercise.
The teachers in the school were most incensed to find they had been 'left 
out' and the school's project co—ordinator expressed this opinion forcibly 
at one of the subsequent project meetings (Project Co—ordinators meeting,
Area LEA Teachers' Centre). In the case study school many of the staff 
had already written schemes of work using the framework given in the 
reappraisal exercise. The effect of this is seen in the following quotation:
"The problem is that the Deputy Head put us in this 
position a couple of years ago... He wanted 
schemes of work and whatever. So we did quite a 
lot a couple of years ago and I'm wondering about 
a reaction amongst the staff. I know it's a 
reappraisal but they may wonder whether we are 
reappraising things a little too quickly."
(Bll, 019-024)
d) Definition of specific goals for curriculum reappraisal
When the steps outlined in model A have all been completed, a set of agreed 
specific goals should in theory emerge. As shown earlier, the lack of a 
clear understanding of the project objectives was one of the criticisms 
made by many of the teachers in Phase 1. Responses to the fixed response 
questionnaire used in the case study school also indicated that to many 
of the teachers in Phase 2 the objectives for the project were still only 
defined in general terms. Responses on a question relating to the purpose 
of the enquiry showed a considerable spread but did not differ significantly. 
It may be reasonable to assume therefore that there was still some 
confusion over what were the actual objectives the project was intended 
to achieve. There is a distinction which must be carefully drawn 
here between the needs which the groups involved perceived and the
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actual goals of the project. A project might hope to service all, none, 
or some of the needs which have been articulated. The choice of goals 
should depend on their agreed priority. The extent of the confusion in 
the case study school is shown in the following extracts:
"That’s another aspect I'm not sure about actually, 
either. I mean I know that last night a great 
deal was made of the fact that we were all doing 
it together and that we should all have done it 
before in little .... courses here and courses 
there, etc.... We should all have done a little 
bit of curriculum work. The fact that we're doing 
it together.... I honestly feel that while it’s been 
put across very strongly as being important, I 
wonder whether it will be or not. Whether the fact
that the ---- department has assessed its curriculum
and maybe altered things, does that really make any 
difference to the English Department or the Geography 
Department? Will it really mean that subject areas 
will be broken down? Or is there at the end of all 
this going to be a master idea sheet come out that we 
all can look through."
(Bl, 07 >082)
"Well, I suppose it is to set people thinking about 
what they are teaching and why in general. I don't 
know enough about the political aspect of it. Do 
we want, are we aiming, to get a curriculum across 
the whole country that links up schools so that if 
children move from one area to another they would 
be taught the same things? I don't know."
(B4, 128-136).
Sometimes objectives were stated by the teachers in global rather than 
specific terms, as in the following:
"To make the teaching within a school a much more 
cohesive exercise than it is at the moment, where 
it seems to be a random activity of a certain 
number of individuals, teaching their subjects in 
any one of many different ways."
(B7, 030-rV+l).
The open-ended nature of the project, the fact that to offer prescriptive 
advice on the curriculum as such was never intended and the notion that the 
purpose of the exercise was not an actual outcome but rather the undertaking 
of a process was discussed by one of the area LEA advisers involved in the 
first phase of the exercise:
"The great value, although it was time-wasting 
and it took a long time to get somewhere, working
out the instruments and so on..... there was a
great value in that process. I think it helped 
enormously for the Heads of Department to see 
that there wasn't a set answer, there wasn't a 
set way even of tackling the thing. I'm a little 
fearful that nationally schools will tend to look 
for frameworks, fairly rigid ones, and say,
"Right, this is what we do; we do it in these steps 
and in this sequence", and we are arriving at a semi- 
prescrihed answer. It won't be open-ended enough, 
as the original. The original one, if it had a 
fault, was too open-ended. I think the fear now
may be that we may structure ....  Something may
be structured which avoids that but becomes too 
'funnelling* in the final result."
(LEA 2 , 18Î+-209)
When these observations on the confusion over the aims and objectives of 
the project were taken back to the teachers in the case study school the 
following comments were received;
"I don't feel the project needed to have explicit 
aims - to get people talking about the curriculum 
was enough."
"Various HCDs, after the meetings, seemed generally 
confused as to what they are doing. Many subjects 
are doing their own thing. The schools involved 
in Phase 2 seem to be at different stages, causing 
confusion."
"Not being given specific goals did not matter.
Specific goals might have been too narrow and 
rigid. The particular school context should be 
allowed to influence the goals."
"I wish the aims were more clearly understood.
They may meet our aspirations, but only if we 
go our own way." (Review Transcripts)
Flexibility seems to be valued by these respondents and the general lack 
of clarity and the multiplicity of aims and objectives seems to have been 
felt, at least by some, to have been an advantage and to have allowed the 
school to adapt the procedures to their own requirements. At the same 
time, some of the staff pointed out that this made it impossible to compare
the work of all the schools involved. There were advantages and dis­
advantages in such a flexible approach. Indeed it may he argued that HMI 
and the LEA intended the approach to be flexible and therefore a clear 
definition of aims and objectives would have been appropriate. In this 
case the lack of clarity could have been intentional.
4B. 2 Model 2: Policy Decision Making
a) Establishment of the priority of goals for curriculum reappraisal 
Confusion over the goals for the project and lack of negotiation over the 
need for the project left the Phase 2 schools in a situation in which they 
were able to decide unilaterally on the focus of the exercise in their 
schools. Also, although the same project material was introduced to all seven
schools in the second phase, the schools were encouraged to adapt the materials 
and the methodology to their own needs (Notes of meeting, Case Study School, 
June 12th, 1980). The decisions which were taken in the various schools are
reflected in their reports back to the area LEA Steering Committee on April 
23rd, 1980 (LEA, CRAG Steering Committee Minutes), i.e. before the exercise
had formally begun in the case study school. Briefly these reports were:
School 1: Undertaking examination of years 1 - 3
(aims, objectives, skills, concepts and attitudes). 
Examination of assessment to be undertaken later.
School 2:
School 3s
School 4:
School 5:
School 6: 
(The Case 
Study 
School)
School 7:
A curriculum committee had been set up in the two 
years previously and had examined aims and 
objectives across the curriculum.
Examining skill, concepts and attitudes in year 3*
Examining aims and objectives for years 1 - 3 *
Participation in the project had not been confirmed.
Examining aims and objectives for years 2 - 5 .
Examining years 1 — 3» primary school links, option 
systems.
Just starting on examination of years 1 - 5 .
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It iB obvious from these reoorts that the schools were not all in phase 
and that there were differences between them in the areas of the curriculum 
they had chosen to study. The implications of this situation will be 
discussed later, but what is noticeable is that the case study school had 
introduced extra topics. The reason why one of these had been chosen 
became clearer at a meeting (notes of HOD meeting, Case Study School, 2nd 
Sept. 19 8 0) of Heads of Department in the school. This meeting had been 
called to discuss, among other things, the arrangements for the In-House 
Conference to be held later in the term. At the meeting the Head drew 
attention to the statement expected shortly from the Education Committee 
on plans for increasing the pupil-teacher ratio in the county. The school 
had been reorganised three years ago. It was originally a Secondary 
Modem School and the first comprehensive intake had ,iust entered its 4th 
year. A change in pupil-teacher ratio could have repercussions in the 
school; it might mean that they would have to re-organise the timetable 
and the curriculum. The existing policy on blocking and setting was, 
the Head observed, "very expensive on teachers' time". The present 4th 
year, the first comprehensive intake, would not be sitting their external 
examinations until the Spring of 1992, whereas the present 5th year, 
which was a Secondary M o d e m  intake,would be sitting theirs in 1981 and 
it would be their examination results which would be required to be 
published by the new Education Act. Ideally what the staff ought to be 
concentrating on was the review of their curriculum but other issues 
demanded their attention. Parental choice might "go wild", the Head said, 
when the results were published. If as a result they lost ten pupils 
the school would lose 'half' a teacher. In this situation they must 
recognise that their best 'advocates' were the primary schools, with whom 
they must form a partnership. Links on the pastoral side were good; now 
they needed to do the same for the curriculum. The teachers from all the 
primary feeder schools had been invited to their In-House Conference and
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the theme was to be 'continuity'. Discussion groups at the conference 
were to be organised for the morning on comparing notes, discussing common 
problems and aspirations, and for the afternoon on how they could co-operate 
i.e. 'the way ahead'. The project could thus be utilised by the Senior 
staff in the school as a means of establishing links with their primary 
feeder schools with at least one possible advantage to the school of 
sustaining pupil intake. In order to achieve this it was also natural to 
focus attention on the curriculum in the first few years of the secondary 
school.
b) Alternative methods of curriculum reappraisal
This situation must be compared with that which existed earlier in Phase 
1. The policy then was decided largely by a team of HMI and LEA advisers, 
with a limited amount of consultation with Heads of participating schools. 
Every school in the area LEA received the same proformae from the LEA and 
each was asked to complete its returns by a given date. There was much 
less flexibility and therefore much greater consistency between the schools 
in the procedures adopted. In practice, however, no alternative procedures 
for reappraisal were considered in either phase of the reappraisal and 
none could therefore be compared.
4BJ Model The Implementation of Policy i.e. The Building of Solutions
In this model the policy decided on in Model 2 to achieve the goals specified 
in Model 1 is implemented. Again the model includes a number of steps.
It has already been noted that the lack of a clear plan for implementing 
the project was a criticism frequently voiced by participants in both phases 
of the exercise. Here the factors on which the formulation of the plans
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and their implementation depended are investigated together with the effects 
they brought about. The first of the processes given in Model 3 is the 
acquisition of resources, including advice, support, time, money, 
documentation, etc..
a) The acquisition of resources
Most resources, including secretarial help, materials and methodology were 
provided by the area LEA with the support of HMI to whom some protected 
time was allocated for the exercies (see Chapter I, p20). However the 
minutes of the area LEA Steering Committee for 23rd April, 1980, recorded 
that all protected time for HMI was to cease in December, 198 0,or April,
1981. Support for individual schools would then only be available from HMI 
territorial branch externally. The amount of support offered to the schools 
in Phase 2 by the area LEA was also less than in Phase 1. There was less 
money available and other demands to cope with. The secretarial help and 
supply staff, which had been available to Phase 1 schools, were no longer 
available in Phase 2. All that the LEA could offer was to reproduce and 
circulate material sent into them from the schools. Schools in Phase 2 
had to manage the logistics of the exercise without even the small amount 
of help given to the Phase 1 schools. Since the materials and methodology 
for the reappraisal were imported into the schools from the LEA it might 
have been anticipated that external support and advice would be needed in 
the schools as the project gained momentum, but little was to be forthcoming.
Teachers in Phase 1 schools were asked during interview for their opinions 
on the advice and support given by HMI and LEA advisers. From subsequent 
analysis of their responses the following table was drawn up.
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Table k. n
Help and Support Given in Phase 1
Level of Satisfaction Frequency
Unsatisfactory / more help required 38
Don't know / can't remember 11
No help required or expected k
Some help given / amount of support 
available limited because of other commitments 21
Helpful / very helpful 31
No response 31
Total number of respondents: 136
It was not possible to obtain any comparable evidence from the Phase 2
case study school because,as already noted, members of the area LEA
decided not to arrange frequent visits to the school during the period of
research field work. Some advisers, notably the Science and English
advisers, did visit the school earlier and as the Head commented later:
"The advisory staff supported the school 
when asked. (They) didn't interfere.
Perhaps they felt the Head, Deputy Head 
(ex-advisory staff and who was aware of 
some of the work done in Phase 1 schools) 
and researcher could advise where necessary."
It was also acknowledged however that to ask for help was not easy:
"Most departments were aware of their advisers - 
sometimes to contact them could be an admission
of ignorance." (Heview transcript).
The comments received from other members of staff gave an inconsistent
picture. As some commented:
"The support was virtually non-existent in this 
department. Nobody has been in and two external 
meetings have been cancelled ...... The working
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relationship with the advisory service is grim - 
and is going to get worse because one adviser 
is going off for a year."
(Review transcript).
Another Head of Department saw the reason for the low key attitude of the 
advisory staff as an attempt to draw the school into actions
"The advisers have done very little ....
(it was) a deliberate decision to stay in 
the background and let the schools take it 
on. "
(Review transcript).
The Head of the Remedial Department was quick to point outs
"We didn't have an adviser. We felt very much
on our own......  There aren't any working
relationships. (You) do need an external stimulus 
for structure, but in the end you have to solve 
your own problems."
A Deputy Head summarised the positions
"The relationships (with the advisory staff) 
varies from nil to very good."
and "The help and support varied with the subject
department."
(Review transcripts).
Of course, at the same time the advisory staff had many other demands to cope 
with and their numbers were being cut. It may have been quite impossible 
for them to offer any more help and support to the schools in the curriculum 
reappraisal without causing serious difficulties in their other spheres of 
activity.
Externally advice and support were offered however by the area LEA to the 
Phase 2 schools in the form of two series of meetings organised for Heads 
of Department. Both LEA advisory staff and HMI were present at these
meetings. The first series of meetings, held in a local teachers' centre,took 
place over seven days from 30th June until 1 5 th July, 19 8 0. The schedule 
was as followss-
30th Junes a.m.
p.m.
Art and Music 
Graft and Design
2nd July: a. m.
p. Hie
Home Economics 
P.E.
7th July: a. m. 
p. m*
Maths
Modern Languages
8th July: a. m. 
p.m.
Science and Environmental Science 
English
9th July: all day Deputy Heads and/or 
CRAG co-ordinators in the schools
11th July: all day History, Geography and R.E.
15th July: a.m.
p.m*
Remedial Education 
Commerce/Careers
Another similar set of meetings took place from December 1st to December 
4th,19 8 0. Half of these meetings were conducted in the case study school 
and the other half in another school. Both LEA advisory staff and HMI 
were present at both series of meetings. Reports of the earlier meetings 
were not altogether favourable:
"When we had that thing at (the Teachers' Centre) 
we got very little information out of that, very 
little."
(B8, interview 2, 688-6 92).
Another member of staff reported finding the meeting Bhe attended was 
"surprisingly interesting" considering the reports that had come back 
and a third said that it had been useful to meet other Heads of Department. 
Apart from a further comment that it was nice to know that they were on 
the right lines, the meetings were scarcely remarked on (Field Diary,
14th July, I98O).
Such was not the case however for the second set of meetings. These 
took place from December 1st to December 4th, 19 8 0. Half of the meetings 
were conducted in the case Btudy school and the other half in the other 
school involved in the research project. They were almost without 
exception described as 'disastrous'. A number of factors could have 
been at work here. Firstly, since the production of the departmental
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statements in June and early July, 1980, followed by their subsequent 
revision and submission to the LEA at the end of September, there had 
been a lull in activity. Reactions to the In-House conference on 
November 3rd had on the whole been favourable. The LEA had lent support 
and the two principal speakers were the Senior Adviser (Primary) and the 
Director of Education for the county. Nine members of the LEA advisory 
service participated in the various discussion groups. The primary focus 
of the conference had however been liaison with primary schools, not 
strictly speaking the reappraisal of the school's curriculum. The 
meetings in December, coming at the end of a very busy term in which 
little curriculum reappraisal activity had actually taken place, could 
have been seen by the schools as an attempt to stir them into action.
The resistance in some meetings apparently turned into 'explosions', 
while in others the teachers left all the talking to HMI and LEA advisers. 
There were reports that submissions had been lost. The seven schools were 
found to be very much out of phase with one another. Some had completed 
tasks others had only just begun. Pew schools had complied with the 
request to send in submissions to the LEA for circulation. Some teachers 
who had brought their statements to the meetings refused to allow them to 
be circulated. Par from being a spur to action these meetings strengthened 
the resolve of the project co-ordinator in the case study school to 'go it 
alone' and undertake the exercise in the school's own good time and in 
the way which they thought appropriate (Field Diary, 5th December,
1980).
Support came too in the provision of speakers and discussion leaders at 
the In-House Conference held in the school on the 4th November, 1980, at 
the request of the school. The two principal speakers it has already 
been noted came from the LEA and nine members of the area LEA 
advisory service were involved with the various discussion groups.
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After the In—House Conference the amount of support seemed to diminish. 
As one of the senior teachers commented, nine months later:
"When we wanted help with the In-House Conference 
they had no hesitation in coming in. Now when 
we're crying out for help, we're not getting it."
(Review Transcript)
Complaints about the quality of help and support available to the case 
study school also extended to the written materials provided by the LEA. 
Some of the materials which were introduced to staff in the school 
during the period of field work have already been noted. The fact that 
so few copies of background reading materials had been provided prompted 
one member of staff to comment:
"The only thing that worried me is all the various 
publications .... when people say there's a copy 
in school .... well, one copy between 40 or 50 
people isn't very good and I think we ought to 
have more of them. And we ought to have them 
somewhere where they were more available to us."
( B 9 ,112-117 )
In addition to the procedural documents discussed in Part A of this 
chapter, various other items were sent to the school. For example, 
following the first series of meetings of the Heads of Department of the 
seven schools, each Head of Department in the school received a copy of 
the minutes of the meeting they had attended plus, in some cases, subject 
statements from advisory staff. However, when I later asked one member of 
staff whether he thought the minutes were an accurate representation of 
the meeting, he replied:
"Oh, have we got them? I suppose we have. Just 
because we've got a piece of paper doesn't mean 
we've read it you know!"
(Field Diary, 3rd October, 19 8 0)
This reinforces the comments made earlier about the difficulties of 
communication via texts as opposed to the spoken word (see page 149).
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At the area LEA Steering Committee meeting on September 25th a Progress 
Report (LEA, 1980a) was issued to the Heads of the schools for circulation 
to staff. Enough copies were provided for each member of staff but by 
20th October there was no evidence that any copies had in fact been 
circulated to the staff. In addition, early in November (Field Diary,
15th Nov. 19 8 0), a working paper on the Processing of Information (LEA, 
1980b) was received from the area LEA by the project co-ordinator in the 
school. This gave details of a method which could be used to analyse 
the submission from the various subject departments. A working paper on 
Assessment (LEA, 1980c) was also received and circulated to staff. No 
action was observed nor were any documents produced in response to either 
of these working papers during the time of the field work, although 
some draft responses were sent to me later. However, as the paper on 
Assessment had been circulated to them,staff were asked about it in the 
fired response questionnaire. The results were as follows!
22 people reported having received the circular;
12 said they had not received the circular;
only 4 members of staff indicated that they found the procedures
they were asked to undertake were specified clearly and in detail;
5 said they were specified clearly but not in detail;
13 said they were not specified clearly;
6 said the concepts were comprehensible and in a form they could use;
10 said they were comprehensible but not in a form they could use;
4 said that they were incomprehensible.
It would appear that for most members of staff the procedures were not at 
all clear and the concepts, whilst comprehensible, were for many not in 
a useable form. When reviewing these observations later with members of 
staff such conclusions were indeed confirmed. One senior member of staff 
described the Assessment papers as:
"Awful,"
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and commented:
"The reappraisal could have been killed by the 
Assessment document.'"
The Head was equally damning:
"The document on Assessment - surely this can 
never have been worked from - other than as a 
knitting pattern.'"
(Review transcript)
Subsequently the school produced a working document of its own on Assessment 
which, together with departmental responses, was forwarded to me later.
The sources of advice sought out by members of staff in the case study school 
have already been noted in Table 4.3. What was interesting about the results 
is firstly that, apart from the researcher, the sources most frequently 
consulted were internal, secondly they were people rather than texts and 
thirdly they were not in the main members of the Senior Management team.
The only text consulted to any great extent was the departmental scheme of 
work, upon which 1 7 out of the 3 7 respondents reported they had drawn.
Since the most frequently consulted people appeared to be colleagues and 
Heads of Departments, their experience and expertise was investigated also. 
From responses given in questionnaire, at least 29 members of staff had over 
6 years experience in teaching. (There were 9 recorded with less than 6 
years and 12 who gave no response). A considerable number had experience 
of teaching more than one subject and therefore, presumably, may have been 
able more easily to make comparisons across subjects. At the time of the 
enquiry 14 members of staff reported that they were teaching three 
subjects and 12 said they were teaching two subjects. Most of the teachers 
(2 5 out of 3 7 respondents) said they taught all five year groups in the 
school. 2 3 members of staff had been in the school when it was a 
Secondary Modem School and 16 were known to have joined since (11 gave
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no responses). One of the Deputy Heads was later to comment on this 
aspect of the context of the review and to note:
"Informal relationships are very important in a
stable school, which this is. (There is) very 
little staff change."
(Review Transcript)
Fourteen members of staff had an honours degree or a higher qualification 
in their specialist subject; 11 had a general degree or a degree in 
education, two had degree equivalents; 19 had a teaching certificate as 
their highest qualification.
Courses attended by the staff in the last four years were numerous and 
various. The responses are given below in Table 4.14 About one-fifth 
of these were attended in teacherfe' own time. Six members of staff were 
continuing their studies, three of them at the Open University.
Table 4.14 Courses Attended in the Last 4 Years (Case Study School Staff)
Nature of Course Number attending
Management 9
Subject 17
Open University 3
Safety 2
Industrial Liason 1
Pastoral Care 3
The teacher and the Law 2
Curriculum and Examinations 1
Sports 2
Assessment 1
Mixed ability teaching 1
Study skills 3
School and Community 6
N.U.T. Courses 2
Preceptors 1
Jobs in Comprehensive Schools 1
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Most of the staff had gained their teaching experience in the Secondary 
Modem school in which they had taught previously and in the comprehensive 
school formed on its reorganisation. Only six members of staff had 
experience of any other type of school and three of these were people who 
had taught in primary schools. One had previously taught in another 
comprehensive school and two in grammar schools. Seventeen members of staff 
at that time had been in employment other than teaching. When the total 
pattern of staff experience, including the number and type of positions of 
responsibility held, the number of courses attended, the number of journals 
read, etc., was taken into account, two members of staff stood out markedly 
from the others. Both had large departments to run and both had many 
commitments. Yet they both gave a lot of time and energy to the reappraisal 
project. They were, in a sense, 'unofficial' leaders. It was noticeable 
how often staff consulted them on, for example, minor difficulties of 
procedure in the staff room end how they often acted as spokesman for the 
staff, voicing concerns or worries on their behalf. Interestingly, both 
made very similar comments when asked what they saw as the most important 
aspects of their jobs as Heads of Department. Compares
"I see it in a number of ways. One of the things 
I look at is the development of the staff. I've 
got some young people and I've got some people who, 
like me, are a bit old in the tooth, so maybe they 
aren’t going to go very far now or change too much.
We've got young ones who really ought to be being 
steered. I think we should be producing further 
Heads of Department. I would like to think that's 
what we were doing.”
(B9, 462-471)
with:
"A Head of Department's job becomes more and more 
impossible because .... you have responsibility 
for so many people. I think one of my major 
concerns is with staff. Don't think I'm excluding 
the pupils as well, of course.' But I do think the 
staff in a Department do need to have the 
experience of being a part of planning, working 
as a team and that doesn't mean just giving them 
the chores to do. I think everyone has to share 
the chores and everyone shares the more interesting
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bits and pieces, for two reasons really. They 
may be going for interview and it's unfair to 
them if they haven't had a chance to do the 
requisition or help with the activities and 
involve themsfelves. The second reason is, 
even if they are not looking for promotion, 
life has to be made fairly interesting or 
different. You're stuck in school for 20 
years or more. It’s their Department as much 
as mine. If things go well they take the 
credit with me and if things go badly .... "
(Bll, 488-510)
A concern for staff development and welfare plus a wide experience 
and a willingness to devote much time and energy to the school's activities 
would, it seem, be some of the factors contributing to their standing as 
leaders in the project. It was also notable that both had attended 
considerably more INSEr courses than other teachers in the school.
The project co-ordinator in the school, to give him his official title, 
also occupied the post of Deputy Head in the school. He was in a unique 
position having spent some time before coming to the school as a 
Teacher Adviser in the area LEA. In a sense, therefore, it was possible 
for him to bridge both worlds. As Deputy Head he had responsibility for 
the Curriculum and for convening meetings of Heads of Departments to 
which the Heads of Year were also invited. During the project in the 
school he was responsible for the collation and production of internal 
materials and for the organisation of the In-House Conference together 
with the Head.
A number of duplicated materials were produced and distributed to the 
staff during the project. When departments had written their initial 
submissions these were sent into the school office for typing, collected 
together and distributed to the staff in the last week of the Summer 
Term 1 9 8 0. Some revisions and additions were published later, at the end 
of the first month of the Autumn Term. In October a programme for the
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In-House Conference was drawn up and distributed to all staff. Later 
discussion group leaders were issued with leaflets for their sessions, 
outlining the discussion targets and listing a number of questions for 
debate. These were given to help 'focus and develop' the discussion.
They need not, the leaflet said, be held to too slavishly. Lists of group 
members were also published. Following the Conference, reports from all 
group leaders were collected. The edited reports, together with brief 
accounts of the two major speeches, were then bound together and circulated 
to staff. All these materials are available from the office at NWEMC.
Their content is discussed in Part 4C.
b) The implementation of the process of curriculum reappraisal 
The second step of Model 3» the building of solutions, is the implementation 
of policy. This may be affected by a number of barriers, which in turn 
may give rise to a number of concerns and difficulties.
(1) Barriers to implementation
Barriers to a project may be categorised as technical, social or personal. 
They may occur as a result of geographic, historical, social, psychological 
or procedural factors which produce difficulties for the participants.
Some of these surfaced in the interviews which were held in the Phase 1 
schools and a list of frequently mentioned criticisms was eventually 
synthesised from them (See Table 4.15).
A second list of similar factors was compiled and presented to the staff 
in the Phase 2 study school, who were then asked to rate the items on 
the list on a 4-point scale. The results are given on the following
table (Table 4.l6).
Table 4.15 Criticisms of the CRAG Enquiry - Phase 1
CRITICISM FREQUENCY
Filling in forms / Ticking boxes /  Too many boxes 47
Jargon / Phraseology /  Vocabulary /  Terminology 40
Pressures of time and effort 33
Inadequate /  confusing feedback /  No overall view of 
individual /  collective school responses available / 
No cross-curriculum discussion 19
Open ended nature of /  lack of clarity and direction 
in discussions or tasks /  Purposes not clear 25
No apparent project structure or standardised procedure 
Poor planning /  Inconvenient timing /  Lack of continuity 
Project lasted two long 28
Incongruency in style of question and answer /'closed' 
answers /  Rating values requested for open/subjective 
questions 16
Level of abstraction / difficulty in understanding 29
Unrelated to practice /  offered no practical advice / 
Realities of the situation not considered,e.g. pressure 
of examinations 21
Help, advice, support were inadequate, inappropriate or 
not readily available 13
Interference /  infringement of professional autonomy / 
A threat 5
Losing impetus /  Not part of continuing process 11
Scepticism /  lack of enthusiasm /  non-involvement 
of colleagues 15
Conclusions not implemented / inadequate resources to 
back up projected changes or aspirations 18
Literature not available /  Some subjects not included 
in papers / No references given 13
Outcomes retrogressive e.g. attacks on / division of 
certain subjects /  Loss of staff /  Abdication of 
responsibility 7
Ulterior motives /  Some furthering their own causes / 
Discussions not onen, cagev / a P.R. exercise
13
Pastoral staff not involved / Pastoral and social 
aspects inadequately covered 2
Other 35
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Table 4.16 Difficulties Encountered in the CourBe of the Enquiry
(case study school)
Source of Difficulty
Frequency of 
Response to Score Mean
Scare
Rank
Order1 2 3 4
1. Long distance between the schools 
involved or to go to meetings 1 0 13 7 1 1.9 13
2. Difficulty in locating LEA 
advisers when wanted 17 11 1 2 1 . 6 19
3. The school is still re-organising 
and formulating policy; thus 
teachers think the enquiry is 
ill-timed 13 11 7 1 1.7 18
4. Motivation is reduced by the 
recession and threat to jobs 9 11 7 6 2.3 7
5. Ideas were not shared openly
between HMI, LEA advisers & teachers 22 3 4 2 1.5 21
6. Difficulties with the language 
level used 7 13 9 4 2.5 5
7. Significant differences in values 
between HMI, LEA advisers & teachers 10 9 9 3 2 . 2 1 0
8. Disputes about education between 
politicians leading to confusion 5 1 0 11 5 2.5 4
9. Pressure from politicians on 
curriculum policy 3 9 14 15 2.7 1
10. Inadequacy of resources for the 
enquiry e.g. supply teaching, 
secretarial help 8 6 11 7 2.5 2
11. The project is too much centralised 
at LEA, HMI level 13 6 10 2 2 . 0 1 2
12. Not enough co-ordination of people 
in different roles 7 9 13 3 2.4 6
13. Lack of common understanding on 
objectives for the enquiry 3 1 2 14 3 2.5 3
14. Lack of agreement on objectives 
for the enquiry 6 14 10 2 2.3 9
15. Support and advice were not 
adequate 14 13 4 1 1 . 8 16
16. The enquiry has been implemented 
too fast 16 9 4 3 1 . 8 14
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Table 4 .1 6  (C o n t in u e d )
Source of Difficulty
Frequency of 
Response to Score Mean
Score
Rank
Order1 2 3 4
17. Inadequate consideration of 
problems encountered 8 13 9 1 2 . 1 11
18. People in key rolls have not
devoted enough energy/enthusiasm 
to the enquiry 15 11 5 1 1 . 8 15
19. Insufficient rewards for 
participation 18 7 6 0 1 . 6 20
20. Lack of persistence by those 
promoting the enquiry 23 6 2 1 1.4 23
21. Understanding of the project 
is too rigid and narrow 19 8 2 0 1.4 22
22. Understanding of the project is 
too loose and broad 1 6 9 5 1 1.7 17
23. The enquiry has been implemented 
too slowly 29 3 0 0 1 . 1 24
24. Inadequate communication about 
the project through the whole 
school 7 14 7 4 2.3 8
SCORES: 1 : Not observed
2 : Observed but not Berious
3: Somewhat serious
4: Veiy serious
The five barriers rated collectively by the staff as most serious were, in order:
 ^• Political pressure on curriculum policy 
2- Inadequacy of resources
3* Lack of common understanding of objectives 
4* Disputes about educational policy amongst politicians 
5* The language level used
The probleire over resources, lack of commom understanding of objectives 
and the language level used have already been recorded and discussed, 
and this data therefore provides additional evidence for the previous 
conclusions.
Some light may be shed on the seriousness of the political factors to the 
staff by reference to the questions raised during the second meeting 
organised by the area LEA in order to introduce the project to the staff. 
These questions have been listed earlier on page 183 of this chapter.
Many can be seen to focus on issues related to the political system. 
Within the Science department similar issues came up in discussion, 
where they were expanded in more detail as the following quotations show:
"I think there's a conflict between revolutionary 
ideas of what Science should be all about in 
school compared to the ideas of what the public 
in general, employers and universities think it 
should be. No matter what you did in the 
school, how wonderful you were convinced it was, 
you couldn't satisfy the outside bodies that it 
was what was wanted. They'd say why is my son 
not able to get into that course at that place 
by doing your Science course! ....
I think the answer to what should be taught and 
what shouldn't be taught .... you would have 
different answers depending on who asked the 
question and in what context. If the 
government decided tomorrow that it was going 
to invest vast sums of money in microtechnology 
then you would have no alternative except to 
say as part of this course it has a right and 
proper place. But if, on the other hand, 
someone was asking you about what had a proper place 
for people who weren't going to study Physics but 
were going to become householders and members of 
society you'd have a different answer. The snag in 
schools, of course, is that you have every possible 
group of people. You've got very conflicting 
demands."
(Transcript Sci. Dept., p28-39)*
When the draft version of the case study was taken back to the case study 
school and some of the staff were asked to comment on it, they were 
asked to offer their interpretation of this phrase 'Pressure from
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politicians on curriculum policy'. Only two offered no interpretation.
Some of the others offered the following:
"It'8 associated with the cuts."
"Political, economic, social demands for a 
particular kind of curriculum."
"It really meant 'is my job safe?'"
"Accountability is what it comes down 
to and parental choice. The options 
evenings are almost like a market place!"
(Review Transcripts)
So the interpretations differed. Perhaps it was because the phrase 
could cover so many possibilities that it got the highest rating or as 
a Deputy Head said:
"Maybe people just ticked the boxes without 
thought!"
(Review Transcripts)
The quantitative technique of investigation has, in this case,merely 
given rise to further questions of interpretation. However it is 
interesting to note that the three items which were rated next in rank 
order, namely:
6. Inadequate co-ordination
7. Lack of motivation due to recession and threat to jobs
8. Inadequate communication
included also the issue of job security together with two procedural 
items. This highlighted the very real anxieties of the staff, for early 
in October staff had been informed, via a notice in the staff room and a 
full staff meeting (Field Diary, 13th Oct. 1980), of the projected cuts in 
the pupil-teacher ratio in the county. The implications were that their 
school might have to 'shed' 1 4 members of staff by 1985 (3 comprehensive 
bonus teachers + 8 for falling rolls + 3 as a result of the change in 
pupil-teacher ratio). If this happened, the notice said, it could mean
that the school would have to move from its existing setting arrangements 
to mixed ability teaching because the present time-table 'blocking' 
procedure would be too expensive on staff. Secondly, it would mean that 
there would have to be cuts in the curriculum. It would ns longer be 
possible for pupils to take three Sciences or two M o d e m  Languages at 
0-Level. Since the cuts in pupil-teacher ratio were linked to general 
cuts in public spending as part of government policy this again re­
inforces the idea that political pressures were causing some of the 
greatest difficulties for the staff in deciding their curriculum 
priorities.
An interesting point was made in this context by one of the teachers
asked to comment on the case study, who said:
"The threat of redeployment makes people want to make 
contributions to the school"
In contrast, another member of staff put an almost exactly opposing view:
"There is a feeling that the LEA is getting a ^ob 
done on the cheap. You can't do it with the 
economic and political climate we have been trying 
to do it in."
(Review Transcripts)
Thus,although political issues may have been foremost in many peoples' 
minds, their effects on motivation and curriculum decisions are not easy to 
assess. In fact the problems seem to compound the confusion over the aims 
and procedural structure of the reappraisal.
Problems such as those produced by the threat of cuts and redeployment 
are much more a matter of personal concern or anxiety than the procedural 
difficulties and constraints previously discussed. In the list of 
difficulties given above they were specifically excluded so that they 
could be considered separately. The framework for their analysis had already
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been given on page 103,Chapter III; evidence on such matters is presented
below.
It has already been shown in this chapter that confusion and lack of 
clarity over objectives was evident both in the Phase 1 schools and in the 
case study school. There seems to be little doubt also that the teachers 
in the schools were only minimally involved in the planning in the project. 
The fact that the teachers may not have been involved in planning does 
not however indicate that the Heads were in quite the same position. As a 
member of the Inspectorate pointed out:
"We did have, in the LEA, the Steering Group, so 
the Heads of each of the schools were members of 
that. When members of the Steering Group met 
they had some say in the overall pattern and way 
forward. Although when it came to actually 
framing some of the instruments, such as the 
society one and the work one, this tended to be 
done rather more by the Inspectorate and the 
LEA .... Although the schools themselves may not 
have been directly involved in the initial 
framing of some of the papers, they were consulted 
at draft stages as to whether they thought these were 
reasonable or not and invited to make suggestions
for changes.... Certainly the Heads of the schools
were fully aware of it all."
(HMI2, Interview notes)
The fact that the teachers were only minimally involved in the planning 
process and therefore knew little of any detailed plans for the project 
produced a number of criticisms from those in the first phase of the 
reappraisal. There can also be little doubt, from the records of the first 
two meetings in the case study school and from the comments of staff, that 
that situation remained substantially unchanged in the Phase 2 schools.
The effect of this can be seen in the following remark:
"I think uncertainty always creates problems to all of 
us until we actually know where we're really going 
and get more to work on. I think initially that's what 
worries people particularly when other people come in 
from outside .... You tend to resist to some degree."
(B9, 023-031)
Again, this was discussed by the teachers who were asked for their responses 
to the case study:
"We don't know what to do next. You do need 
outside direction."
"Only the bare bones were known, but that didn't 
matter. E1 and E2 seemed clear but the structure 
was loose thereafter. Plans from now on are very 
vague and thiB does matter to me .... if we don't 
get some direction we may go it alone."
"We may have to go it alone. We don't know what 
the structure of the reappraisal exercise is. The 
Heads of Department may be ploughing into the 
ground. Where they go depends on individual members 
of the advisory service. The staff are very willing 
workers but if they feel they are being messed about 
goodwill is lost quickly. The big problem is we don't 
know where we are going as a county exercise. Either 
you need more direction or you need to be told to get 
on yourself. This falls between the two stools."
(Review Transcripts)
It would seem that the lack of a clear plan to carry the exercise forward 
was therefore a very important issue and the cause of considerable concern 
and anxiety particularly for the more senior members of the staff.
Concern over the theoretical nature of the enquiry was also demonstrated 
by one of the teachers in the case study school:
"I don't know whether I'm making time an excuse or 
not, but you know it is difficult to get everybody 
together and to talk about things which are 
theoretical. You get very practically minded, I 
think, and if its theory then you aren't so keen 
to get together and diBcuss it."
(B4, 1 8 0 - 1 8 6 )
The same teacher added later:
"Curriculum review should evolve from departmental 
needs. (These were) imposed artificial exercises.
We were all doing it according to a formula."
(Review Transcript)
However these do seem in the main to be minority views, for many of the 
staff were keen to draw attention to the benefits which they had gained 
through participation in the exercise, particularly when they came to
review the draft case study, which.it was said, presented a more negative 
response than in fact occurred (Review Transcript). The nature of these 
benefits is discussed later in this chapter. In the early stages though 
there was undoubtedly some criticism over the decision to involve the case 
study school in the reappraisal at all.
"The initial lead, I think,came from the Deputy Head.
He chairs all the Heads of Department meetings, plus 
we get the Head coming in, sitting in on them. I 
feel that the power behind the throne is there and 
I think it's come from there, perhaps as a means of 
establishing the school on the county map. Oh yes, 
we'll take part in the project because we'll be seen 
to be doing something and get my .... and give us 
prestige, etc. I think that was initially my view."
(B3, 067-078)
This view did not seem to be very widely held, however, although there was 
some concern expressed generally that existing practices might be ignored 
or disrupted as a result of the project and consequent extra demands on
staff:
"If there are a number of people involved in doing 
something then they are going to be looking at how 
it can be improved. It's the sort of thing we are 
doing all the time. Within our meetings we have 
spoken about this regular and constant curriculum 
reappraisal within a department. But again, once 
you accept that there is a big workload and there 
is a lot of strain and time consumption in just 
doing a teacher's job anyway .... So you get to a 
point where you've got it well ironed out. There 
are kids getting through GSE and kids getting 
through 0-Level and the proportions at which this 
success is being done are reasonable by any standards 
and you’ve got a system whereby you can do that with 
a minimum of hassle to yourself. To force yourself 
to examine ways of doing things and give yourself more 
hassle is not human."
(B 1 3 , 0 4 0 -0 5 5 )
The stress of the extra workload was also a particular source of worry for 
the Head (see page 145). As noted earlier many of the staff commented that 
they were indeed anxious about the extra time and effort that might be 
involved. Time in the project was required principally for two activities, 
i.e. attendance at meetings or discussions and for drafting the written
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material. In order to get the exercise going, a timetable for the first round 
of departmental meetings was drawn up by the Deputy Head who was co-ordinating 
the exercise in the school. Each department was given one double period in 
the timetable for which members of the department were freed from their normal 
teaching duties. As already noted,the number of subsequent meetings and the 
level of participation varied considerably from department to department.
One general point should be noted however. The school changed its timetable 
not in September but at Whitsun, i.e. all the children completing their first 
year in the school went on to the second year timetable half way through the 
Summer term. The second year pupils also moved on then to the third year 
timetable and the progression continued through the school. As a result there 
were no pupils on the first year timetable in the latter half of the Summer 
term and some members of staff gained, temporarily, a considerable increase 
in the number of their non-teaching periods. The most convenient time for 
any major task of planning or reappraisal to take place would seem, therefore, 
to be the latter half of the Summer term. However the staff in the school did 
not seem to share this view. As the Head explained:
"No particular time in the year is suitable for everyone.
Most people have the greatest energy at the beginning of 
term; the work done then will be more worthwhile."
As another HOD observed:
"Convenient timing depends on how committed you are 
to the school and how involved, for example,with 
the PTA,too."
(Review Transcript)
There did seem to be some confirmation though, from at least two others, 
that the start of term was best, although one was at pains to point out:
"There is no good time, (it needs) an input and deadline 
and a 'get on with it' •(Review Transcript)
In the light of these comments it seemed appropriate to ask if the teachers 
in the case study school felt there was any other particular time during 
the school year which would be more or less suited to the 
task of reappraisal. The various commitments of the staff
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in the case study school were obtained in response to an open question on 
this issue in the fixed response questionnaire. This information was 
gathered together and plotted over the year. From the chart obtained, it 
became apparent that, with the possible exceptions of July and September, 
there appeared to be very few spaces on the calendar when staff were not 
engaged in some major form of activity in addition to teaching. An 
examination of the pattern of staff absences over the last three years 
showed, though, that fewer staff than average were usually absent in the 
first month of the Autumn Term. Other than that there was merely a random 
variation. The identification of a particularly suitable time was therefore 
not simple.
Members of three departments in the school, namely the Music, English and
P.E. departments, laid particular stress on the extra-curricular activities 
which they were responsible for. Extra demands produced for them not only 
stress but organisational difficulties in getting the members of departments 
together for meetings.
Commitments due to the pastoral responsibilities of some members of staff 
meant that members of another department reported that they were able to 
get together
"only at lunch times or after school and it tends 
to be that lunch times suit people better. Because 
a lot of our departments are committed elsewhere 
in the school, that's difficult. You've got a 
Deputy Head. We've got lunch time duties once a 
week. One's a year Head. ^ of us are on duties 
and only two of us at the same time. The free 
periods don't tend to match up except in odd 
cases."
(B9 , Interview 2, 618-63*0-
The organisational difficulties encountered in getting members of departments
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together for meetings was only one problem. According to Beveral of the 
teachers, the pressure of existing commitments on their time negatively 
affected their capacity to undertake the review. The situation is described 
in the following extracts
"Time worries me because I have got quite a heavy 
commitment. I'm involved with careers and I've 
got a fairly large department and my timetable is 
heavier this year than previous years. Then of 
course the tightening up is going on all round 
and we're bound to be going into this situation...
That's what worries me sometimes in that we start to 
do the job in effect and .... You've got to have time 
to do it. I don't mind putting some of my own time in, 
of course, but there are times when, if you've got to 
meet a deadline, it puts you into a stress situation and 
maybe you don't always do the best that you could. If 
you've been under pressure in the sense of various other 
commitments and you’ve got that piece on your desk to do 
as well, where maybe you've got to consult somebody else., 
(and it may have been an expediency to say, oh well, I'll
complete it) ....  then, of course, it gets put on one
side."
(B9, 126-1*4-1).
Concerns over security were also voiced:
"When we talk about uncertainty, this is when you 
become resistant, especially when you.... when a 
change is imminent and you think that something 
is going to happen which may threaten your area."
(B9, 087-091).
Concerns over the possible lack of impact were expressed by a number of 
staff. The following three quotations demonstrate different aspects of 
their arguments:
(a) "I think the impact has been reduced at the moment
because of the sort of.... political climate we
live in. There's,.... in schools at the moment, 
there’s a tendency I suspect now to draw in your 
horns, to face the bleak mid-winter. Whereas you 
might have an outward looking futuristic view of 
things expanding and flowering and view this as 
part and parcel of a new development, all the 
signs are that things are contracting, that if 
anything the school curriculum is going to get 
more staid and more regimented and more 
controlled from outside. So I'm not saying that 
people are saying its useless but I think that 
in a climate where people were looking to a sort 
of expansionist development, a new idea situation,
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it might have more impact there than it has at the 
moment. I mean we've been told that we'll probably 
have to lose two members of the department by I96U 
and other departments have been told likewise, that 
we'll have to trim things down. We'll have less 
money and bigger classes and we might not be able 
to set groups as well. I think that is much more 
people's impression than what could happen, the 
reality of what is happening.'"
(Transcript Science Dept., p 31)
(b) "The only reservation that I've got is that, from a
personal point of view, am I going to be going into 
it - a staff department meeting - with my prepared 
list of ideas in answer to these set questions that 
we're going to be given and are those going to go 
through without suitable discussion?.... What worries 
me is will it go far enough. Will it be a useable
document? To me that's very important....  I'm
pretty convinced that what we'll end up doing is, if you 
like, slapping each other on the back and saying what 
we're doing is right anyway. I think at its worst 
it might be a bit self indulgent - at its worst!"
(Bl, 019-023)
(c) "Reservations? Only those which many people might
express. Although its worthwhile, obviously, in an 
'academic' sense, if I can use that word, I suspect 
like many things, in concrete terms, when CRAG's 
over and done with and the dust has settled, two 
years after that there may not be a great deal to 
show for it. Maybe thatk a bit of a sceptic's out­
look, but such things come and go. Whether it will 
leave a concrete thing behind it which is of 
continuing value I don't know."
(Bl, 069-1 2 7)
In retrospect at least some of the staff felt that such fears about the 
potential lack of impact of the programme had been well founded:
"It's not had a lot of impact yet. The assessment 
stage might."
"Its not likely to yield much when jobs are threatened"
"At the beginning I did feel committed. But, 
having done it, I wonder what will come out of it.
We will get something out of it but it's not 
likely to have much impact outside."(Review Transcripts)
As well as concerns expressed about the lack of impact doubts also surfaced 
about possible 'unwished-for' outcomes, or 'negative' impact.
Negative impact on the pupils when teachers engage in a major project 
may he regarded as a 'cost' to pay for the ultimate benefit or as an 
outcome of the project. Concern over this aspect of the exercise is 
apparent in the following statements:
"No,just the basic concern of time, you know, the 
usual thing. Everyone's so busy and there's so 
much to do that you don't want anything where 
you're in touch with children to be affected, to 
spoil your work for them."
(B4, 058-066)
"To do it plus a full timetable especially if you've 
got a fairly heavy time commitment with the 
children is hard going. I think if you do any of 
these exercises the people who suffer are the kids 
you're teaching at the time because you don't put 
your effort into them. You think, well, we'll do 
what we did last year. It's all right. I'll 
start to create new stuff when I *ve got this out 
of the way."
(B12, 151-160)
A procedural difficulty which worried members of one department occurred 
over the level of the language to be used in writing their submissions.
As they understood it their statements were to be written in a form which 
was suitable for distribution to those both inside and outside the teaching 
profession:
"When the adviser was talking she said she wanted 
it to be readily understood by anyone. Just how 
simple do you have to get? In parents' evenings 
if you use the word 'literature' you're occasionally 
up against it. Using the word 'comprehension' would 
fox some people. You're more likely with some parents 
to talk about a passage of writing and questions....
I had explained to people (in the department) that the 
results were wanted in a language that could be 
understood by anyone. That was one of their main 
worries. They are worrying about the writing they have 
to do. If I have to start writing in a very simple 
language, what's the point? Why can't I write in the 
language departmental members will understand and other 
members of staff? I mean,how many parents ever see this 
kind of thing? Very few. The governors see it, other 
members of staff, people involved in education."
(Bll, 557-<&2)
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The potentiality of the project to generate inter-departmental conflict 
was also commented upon:
"I think there's an element of resentment because 
people are going to clash obviously. Anybody 
would be worried. Especially if you get these 
old hoary ones like, ’’I have a mathematical 
content but they can't add up.'" You say that to 
the Maths department and they start putting their 
barriers up, don't they? Or "If only all the 
children knew how to use an apostrophe and could 
use grammar, my job would be easy.' " These are all 
old hoary ones. They still remain as facts. They 
haven’t gone away. I think all these things will 
be resurrected."
(Bll, 024-034)
Finally, doubts were expressed about the school's returns in terms which 
questioned not only their reliability as true representations of curriculum 
practice and intentions, but also the capacity of teachers to provide the 
theoretical rationale which they believed was required:
"How can I say a few words justifying the teaching 
of my subject without using what other people have 
already said, without pinching bits that I've gleaned 
from here and there? They're bits that I agree with;
I wouldn't quote something as a reason for doing 
something if it was a reason I didn't agree with 
anyway. But the exercise is designed it seems to me, 
if I understand it right, to place people in a 
position where they must expect to do just this and 
I'm saying at the outset I think most of my colleagues 
will be as incapable of it as I am. I can give all the 
standard reasons why the subject is a valuable thing but 
I only do that because I've learnt them somewhere. I've 
read them somewhere. They're someone else's ideas anyway.
In the end a lot of us will either be motivated to be 
honest, to be scrupuously exact about it and say this is
ridiculous....  I think it's fair that the subject is
taught for those reasons but I only know that because, 
let's face it, it always has been. It's what schools do 
now and it works and it's what parents want and it's 
what employers want. And when there are outside examination 
boards who demand that the kids have got to know this and 
that to pass the exam.... All these reasons I might group 
together and say, no doubt, the things they want.... but 
they’re not the things they want me to say now.' I'm 
going to eliminate all the things we thought of and the 
only thing I'm going to be left with is to say I don't 
know.' And that's dead easy to say."
(B1 3, Multiple quotations)
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All of those mentioned so far have been of a contextual nature, i.e. they 
did not arise from the actual tasks the teachers were asked to undertake.
To see how the teachers set about these tasks and to record the problems 
they encountered and the benefits they gained from completing these tasks, 
the teachers in the case study school were observed and then asked for 
their comments on the process.
(2) The tasks the teachers were asked to undertake in the case study school. 
The tasks of reappraisal were set out in a five page document introduced 
by the LEA and distributed at the first of the two introductory meetings 
held in the school in June, 19 8 0. The document was divided into three 
parts, A, B and C. Part A set out the purposes of the enquiry on which 
the school was to become engaged and included a three dimensional model 
of the curriculum in terms of the subject disciplines, the progression 
through the years of schooling and the eight areas of experience. A 
description of those areas was appended to the document. Part B gave the 
first item, denoted El, of the framework which could be used by members of 
the school's departments to analyse their curriculum provision. A number 
of headings were listed for this purpose, namely, aims, objectives, 
method, assessment and evaluation. The objectives were subdivided into 
concept, skill, attitude and knowledge objectives and a description of 
these was also appended. Part C referred to HMIs' eight areas of experience. 
This analysis was denoted E2. Two tables were drawn. By using the first, 
members of departments were asked to put in rank order the contribution of 
their department to each area in each year. In the second table the 
members were asked give an assessment, on a four point scale, of the level 
of that contribution. Evidence on which these returns were based was also 
requested. A copy of this document is included in the Appendix.
T h e  i m p l e m e n t a t i o n  s t a g e  w a s  t h e r e f o r e  b e s e t ,  b o t h  i n  P h a s e  I  s c h o o l s
and i n  t h e  P h a s e  2 c a s e  s t u d y  s c h o o l ,  w i t h  m an y p r o b le m s  a n d  d i f f i c u l t i e s .
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All of those mentioned so far have been of a contextual nature, i.e. they 
did not arise from the actual tasks the teachers were asked to undertake.
To see how the teachers set about these tasks and to record the problems 
they encountered and the benefits they gained from completing these tasks, 
the teachers in the case study school were observed and then asked for 
their comments on the process.
(2) The tasks the teachers were asked to undertake in the case study school. 
The tasks of reappraisal were set out in a five page document introduced 
by the LEA and distributed at the first of the two introductory meetings 
held in the school in June, 19 8 0. The document was divided into three 
parts. A, B and G. Part A set out the purposes of the enquiry on which 
the school was to become engaged and included a three dimensional model 
of the curriculum in terms of the subject disciplines, the progression 
through the years of schooling and the eight areas of experience. A 
description of those areas was appended to the document. Part B gave the 
first item, denoted El, of the framework which could be used by members of 
the school's departments to analyse their curriculum provision. A number 
of headings were listed for this purpose, namely, aims, objectives, 
method, assessment and evaluation. The objectives were subdivided into 
concept, skill, attitude and knowledge objectives and a description of 
these was also appended. Part C referred to HMIs' eight areas of experience. 
This analysis was denoted E2. Two tables were drawn. By using the first, 
members of departments were asked to put in rank order the contribution of 
their department to each area in each year. In the second table the 
members were asked give an assessment, on a four point scale, of the level 
of that contribution. Evidence on which these returns were based was also 
requested. A copy of this document is included in the Appendix.
The implementation stage was therefore beset, both in Phase I schools
and in the Phase 2 case study school, with many problems and difficulties.
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(2.l) Analysis of Curriculum Provision: El
A considerable number of problems and questions arose when the ideas 
incorporated in the document came to be applied in practice. Some of the 
problems were of a general nature but others were experienced only by 
members of specific subject departments. They may be compared with the 
difficulties cited by Phase 1 teachers by comparison with Table 4.17.
(i) General, problems
Most general problems were related to the interpretation of the ideas 
implicit in the framework or to the question of how to apply the methods 
within the departmental structure and arrangements of the school, a 
difficulty frequently mentioned by the teachers in Phase 1.
Specific problems mentioned were:
(a) difficulties in establishing common understanding of words and 
phrases:
"Whenever you've got a situation and two people are 
trying to communicate ... then you have a problem of
meaning the same thing by the same word exactly....
The concept, the actual - there's the term - the actual
meaning of the word 'concept'.... If you're going to
compare two subjects which are dealing with two aspects 
of the schools curriculum you've got to be meaning the 
same thing by the same word."
(B13, 388-4-10)
(b) Confusion over the procedural relationship of El and E2:
"Last night I was a bit confused when we were asked 
to do the thing about concepts, skills and attitudes 
and we were asked to do something on the eight areas.
When it came down to it I wasn't quite sure actually 
what we were doing, whether we were doing both of those 
as separate things of whether we were supposed somehow 
to get the two together."
(B3, 044-051)
(c) the status of extra-curricular activities, e.g. in Musici
"I'm a bit unsure about this word curriculum, you know.
With music its so difficult to say what is curriculum.
Are we just talking about the timetabled things or are 
we talking about the extra-curricular things as well, 
because they are as important?"
(B3, 393-^01)
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TabLe 4.1?
Difficulties Encountered in Completing the Proformae - Phase 1
Difficulty Frequency
Definition of terms/Understanding vocabulary/ 
Applying concepts 54
Lack of clarity in instructions/Not clear what was 
required/Questions vague 25
Frame of reference for El & E2 not specified/Changes 
in curriculum arrangements not allowed for 6
Very time consuming/A lot of effort involved/ 
Questionnaires were too long 21
Not easy to take seriously/Style of proformae tended to 
produce 'Game' attitude, as in doing football pools/
Too many ticks and too many questions
18
Difficulty in using rating scales/Answer depended on 
mood of respondent, individual interpretation, allegiance 
to subject etc.
70
Forms too complex/Writing too small/Lines not laid out 
correctly/poor reprographics 32
Forms lacked relevance/lmportant things not included 29
Forms objectionable, an affront 2
Forms did not generate valid information because:
- Presentation oversimplified or too condensed
- Forms not designed to make analysis or comparison 
possible
- Information asked for was not always available
- No assessment made of relative importance or of 
emphasis given to various aspects of the curriculum
- Variation in provision required for different pupils 
was not considered
- The procedure was too analytical ('the whole is more 
than the sum of the parts')
20
Others 2
Number of respondents: 124
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(d) the procedure to be adopted by departments such as social studies 
and technical faculties which teach some integrated courses but 
also offer courses within the separate subject disciplines:
"I was wondering about these. I think its a problem 
peculiar to a department like ours where you have 
three so separate sections - whether you treat them 
as a whole or whether you treat them separately."
(b/+, ¡m-im)
(e) difficulties in establishing fruitful discussion not only in 
single member 'departments' but also within a department when one 
teacher, generally a specialist, takes all the pupils in certain
years:
"While we're discussing things, I'm the only one who teaches 
years 3 , ¿1, and 5 , so we're going to have trouble 
discussing with ourselves.'"
(B2, yw-jkz)
(ii) Subject related problems
The different ways in which subject departments responded to the request 
to define their aims and objectives depended not only on the structure 
of the subject but also on specific problems encountered in completing 
the task. As these are so subject dependant, the problems of each 
department are considered separately below:
(a) Art
The first major problem encountered in the Art department related 
to the need to breakdown the submission on a year basis:
"Well, it was suggested on a year basis and I 
think that would be wrong. I've written here 
that I define our major concerns vertically.
As far as I can see that’s the only way to do 
it. Then you can work on 'tone'and 'form' 
and say what you do in them vertically. If 
you did it year by year it might just end up 
as a silly document." (Bl, ¿100-412)
The second problem mentioned was the difficulty of separating skills,
attitudes, and concepts:
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"When we were discussing these things basically 
quite a lot of it got down to pure semantics, 
what words mean. What is a concept? What is 
a skill? That isn't important. That, possibly 
through our own ineptitude, tended to confuse 
us, tended to get in the way a bit. In the end 
result we were all very adamant that all these 
things are mixed together. You cannot teach a 
concept objective without involving skill and 
changing the attitude. You can't do that. 1 
know we've been asked to do it here, but..."
(Bl, interview 2, 082-090)
One feature of the Art submission was the absence of knowledge objective 
This was explained as follows:
"To actually say we had certain knowledge objectives 
didn't really fit. In fact they were all interwoven 
with everything else. If a child wants to know how 
to do something, we're more interested in knowing 
why he wants to know in terms of what he is trying 
to do. In other words you're trying to enable him 
to get his idea onto paper. Therefore he does need 
to know that body of knowledge, if you like, but to 
actually go out and teach that body of knowledge 
without the idea in the first place to me is patently 
ridiculous. I don't see it that way. I think you 
need as much technique as you've got idea."
(Bl, interview 2, I8I-I9I)
(b) Mathematics
Attention was drawn, in the mathematics submission, to some of the 
difficulties this department had encountered, again, notably, in 
separating concept, skill, and knowledge objectives. An account of 
their problems is given in the following extract:
"I think we found it an impossibly difficult task.
The problem was in categorising what we did as to 
whether it was a concept, whether it was an 
attitude, whether it was knowledge. We made this 
point in the beginning part here. Ideally one 
might like to teach a concept, to practice the use 
of that concept with specific problems so that 
they've then got a skill to back up that concept 
and when the two are cemented together it perhaps 
becomes a knowledge. But we are certainly aware 
of the fact that some children don't readily grasp 
the concept. They have to practice what for them 
is a routine process first. They build up a skill 
first and then later on sometimes the concept comes.
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For some children I don't think the concept ever 
does come. I think it is those children for whom 
the concept never really gets across who've got 
the problem of retaining knowledge because they've 
never really mastered the concept. It has only 
ever been a routine to them. I think it is something 
that is inherent in Maths."
(BIO, interview 2, 006-028)
Some issues which arose in discussions in the Mathematics Department 
are also worth noting. Firstly, there was a debate over whether the 
objectives should be the ones the department was actually achieving 
or the ones that they should be aiming for. Secondly, there was the 
question of whether skills should include those which are assumed 
and used by the pupils in the department, for example, reading and 
comprehension skills or whether they should be only those actually 
taught as part of the subject discipline. Thirdly, the demand for 
mathematical skills from members of other departments, for example 
Physics, was noted. The stage at which skills were required in Physics 
were not however always that thought to be most appropriate by the 
mathematicians. The teaching was therefore difficult to co-ordinate.
(c) Modem Languages
The greatest difficulties in the Modem language department seemed to 
occur in specifying what were their concept objectives. As one 
departmental member observed at an early meeting:
"We don’t think in terns of concepts. It's never 
introduced that way at college."
(Notes of Departmental Meeting 26th June, 19 8 0)
The way the various objectives were eventually handled by the department
is made clear in the following extract:
"As far as concepts were concerned we thought 
that the only concept we were teaching was one 
of grammar and the way a language is structured.
It's the bones and the way the bones hang one 
onto the other. Skills we are teaching are 
writing, spelling, comprehension, reading, oracy
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and recall, memory. Our attitudes that we try to 
instil are sympathy towards foreigners by an 
appreciation of their different way of life and 
culture. The knowledge that we impart was almost 
entirely the skills that we impart. The knowledge 
is a skill, the way a language hangs together."
(Modem Languages - Departmental Meeting, 3 3 1-3^5 )
This interrelation of knowledge and skills was further amplified 
later in the discussions
"There is a passive skill in being able to understand 
what’s being said and there's an active skill in 
being able to reproduce it yourself. I would have 
thought knowledge if anything means... a knowledge of 
areas of vocabulary for example. You could possibly 
put that but, having already mentioned that as one 
of our skills, I think that the area of skills and 
knowledge overlaps."
(Modem Languages - Departmental Meeting, 368-371)
The department also had difficulty in deciding whether to undertake 
their analysis by themes or on a year basis. Initially one member of 
the department said:
"I would like to follow the thing through areas of 
activity, e.g. verb forms. I mean one deals with 
present verb forms in the first year, more complex 
forms later on, that way. Development of a 
particular skill, development of areas of knowledge 
like vocabulary would be restricted in the first 
few years to things which the children are actually 
aware of. Then later on in the ^th and 5th years 
you get a much broader vocabulary because they are 
capable of assimilating it and they've much wider 
areas."
(Modem Languages - Departmental Meeting, 077-083)
Later, when it was observed that these themes might interconnect 
very closely and that it might therefore be very difficult to isolate 
them, the same respondent said:
"Having thought about it a little bit I don't really 
see that this second mode of attack is going to be 
any more successful. I'd like to know very much 
how other M o d e m  Language departments have done this 
in the past and what they have come up with and how
they see their objectives and skills ....  I'd like
very much to explore that and see if they came up 
against any pitfalls and if they did .... then fore­
warned is forearmed." . . , „ __(Modem Languages - Departmental Meeting, 090-105,)
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This extract is interesting because it raises the question of how much 
it would have been helpful to the teachers in the case study school 
to have had access to the analysis of those schools which had previously 
undertaken the exercise. Several teachers did in fact request this 
and obtained copies from various sources.
The Modem languages department also had difficulty in separating 
objectives on a year basis as requested:
"We also felt that we had, for years one and two,
.... common objectives in that we were doing the 
same course. We were aiming to get to the same 
level of comprehension and reading and so on and 
so forth. But at the end of the second year then 
we felt that this was an unrealistic goal."
(Modem Languages - Departmental Meeting, 372-378)
As a result they decided to document their curriculum provision 
according to stages of pupil development in the subject:
"You see we've listed this in stages 1, 2, and 3>
They don't refer to years. Stage 3 would 
correspond to someone who had got a long way, a 
bright 4th year. An indifferent ability child, 
a middle ability child, might get past stage 2 
and a less able child would find the greatest 
difficulty understanding some of the concepts 
we've put down in stage 1. Those don't 
correspond to any fixed period of time."
(Modem Languages - Departmental Meeting, 095-104)
One further point which is interesting came up in the following 
conversation. It was observed that some important and underlying
areas of a subject were not covered in the departmental submission. 
This was attributed to the restrictive nature of the document:
Teacher: One is teaching a multiplicity of things even in
the simplest presentation of the simplest material.
Researcher: By stating objectives can you cover that adequately?
Teacher: No. Well, we certainly haven't covered it adequately
there because we haven't introduced anything to do 
with the culture.
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Teacher: No, I wouldn’t think so. We've done there the grammar
which we would expect people to be able to assimilate 
in a course that we offer. The background material 
or the cultural element hasn't been handled there at 
all. Perhaps it should have been because it is an 
objective of any course, isn't it? But because it's 
not presented there as a concept it doesn't mean to 
say that it doesn't exist.
Researcher: By forcing you to think of concepts did it narrow your 
ideas?
R e s e a r c h e r :  I s  t h i s  a  fr a m e w o r k  w h ic h  c a n  d o  i t  f o r  y o u ?
Teacher: Yes, I think it did. The submission is the body of
knowledge, if you like.
(B7, interview 2 , 16 9-1 9 1 )
(d) Music
The Music submission was the only one which attempted to correlate 
concept skills, attitudes and knowledge. A table was drawn up with 
these as the four column headings. For each separate concept or skill 
given the relevant attitude and knowledge objectives were listed. No 
breakdown on a year basis was attempted. This method was adopted 
because the subject did not seem to the teachers to 'fit' with the 
framework given. The subject was divided into the concepts of notation, 
composition, performance and listening and the skills of singing and 
instrumental playing. The submission was, essentially, a summary of 
the objectives which were given in a more detailed form in the 
departmental scheme of work and there was some scepticism in the 
department over whether this was not just " 'analysis' for 'analysis' 
sake" (interview notes, 8th Dec., 1980).
(e) Physical Education
In common with other departments, the P.E. department attempted no 
breakdown in terms of years and they too found difficulty in separating 
the skill, concept and attitude objectives, as the following conversation 
shows.
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Teacher: Take a concept objective - now that has got to be
brought in by teaching it in some form or other.
Researcher:
through teaching our technical skill. That's 
perhaps one of our biggest parts of the teaching, 
in the skills section, the teaching of the skills 
understanding of the game, the game situation and 
the improved use of various passes and other players 
within the team. The rest of it,attitudes and 
knowledge, is almost an incidental, an intrinsic part 
of the whole thing.
In teaching the skills the attitudes are implicit?
Teacher: Quite. I can't say let's go through our basket ball 
attitudes. What work would I really do? It’s got 
to be learnt not as an incidental. You're driving 
it home all the time you're talking to them or 
teaching or coaching....
Researcher: You can't separate the skills and the attitudes?
Teacher: Quite.
Researcher: Was there any advantage in tiying to do that?
Teacher: It made me think, which is never a bad thing, but 
it is difficult to separate them. It proved a greater 
hassle to have to sit down and think about really 
separating them out rather than having them there 
anyway. The attitude of good sportmanship - I don't 
think I've ever told anybody not to go round 
kicking somebody else's shins in those words. It's 
implicit in the teaching situation. They soon learn 
that if they do go and kick somebody the whistle 
goes. So they don't do it again - or they try not to.
(B3 , interview 2 , 2 3 7-2 7 5 )
(f) Science
In the Science department years 1 and 2 were considered as a separate 
group. Pupils in those years took an Integrated Science course which 
had been developed in the school. A number of booklets had been 
written for this course and these provided a checklist for the 
analysis. No particular problems with the analysis were mentioned 
during the discussions at which I was present.
(g) Social Studies
In the first year Geography, History and RE were taught as integrated 
studies, but in the second and third year they were taught as
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separate subjects. The four elements, i.e. Integrated Studies,
History, Geography and RE were documented separately, but no attempt 
was made to separate the aims or objectives of any of these subjects 
on a year basis. The members of the department found their departmental 
scheme of work helpful and we were able to draw on this. As a result 
they said they found the analysis 'relatively simple* although they did 
have a few problems in deciding into which category some of their 
objectives fell:
"We kept saying, now which heading do we put that 
under. In some cases it was clear, but there 
were some cases where you felt an objective 
covered attitude and concept or something like 
that. Perhaps skill objectives are more straight 
forward. You can see those and pick them out 
clearly."
(B4, interview 2 , 2 5 5-26*1)
(h) English
The English department separated their curriculum provison into six 
themes:
A. Thinking
B. Reading
1. For enjoyment rather than information
2. Reading for information (particularly in relation to
library education)
G. Writing
D. Speaking
E. Listening
F. Speaking and listening in Drama
Having split the subjects into themes, the years 1 - 3  were considered 
together.
The department divided the task of analysis and worked in pairs on the 
various themes or sections, but when the individuals’ contributions
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were gathered together, it was found that the format used for the 
various sections was decidedly different and a revised document was 
later requested. This was prepared by the Head of Department, who 
was not altogether convinced of the need for the revision. The new
document was felt to be
"One further step away from reality. It hadn't 
been very nice for departmental members to have 
had their submission re-written for them. Things 
had had to be left out which members thought were 
important. The departmental handbook was the 
document which said what they really did and their 
reappraisal submission was now only 'window 
dressing' for the sake of the school image. The 
important thing, they felt, had been to get every­
body involved."
(Field Diary, 24th September, 19 8 0).
(i) Supplementary Education
A note at the top of the departmental submission drew attention to 
some of the problems the members had encountered:
"We did not feel the general framework of El 
was an ideal one for our department because 
of the diversity of our activities. However, 
we decided to attempt to keep within this 
framework...."
In conversation the reasons for the difficulty became clearer.
Teacher: Quite often it's a background knowledge, ours,
of home circumstances and the like. It's very 
much a pastoral thing as well. It's seeing to 
the whole child and not just what he's 
learning in that particular subject.
Researcher: You didn’t really have an opportunity of putting 
that in?
Teacher: No. It wasn't there. We decided to work within
this framework because all the other departments 
in the school were working within that framework 
as well and we thought it would be easier for 
them to work at ours and try and see it, but ours 
is a very much wider spectrum than this allows us 
to go into.
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Teacher: Well, I don't know because we couldn't think of a
way to do it.
(B8, Interview 2, 662-688)
Here again there is a feeling that the framework is restricting the 
members of the department by not allowing them to express what they 
are trying to achieve in its entirety, but it is noteworthy that no 
alternative framework was forthcoming.
One particular difficulty experienced by many departments, but most 
forcibly by the Supplementary Education department, came when they 
tried to consider the analysis on a year basis. The pupils in the 
department worked on their own following individual schemes and 
their range of ability was so extreme that many first years could be 
ahead of second or even third years. Members of the department therefore 
preferred to block their analysis and consider all the years 1 - 3  
together.
R e s e a r c h e r :  W hat w a y w o u ld  y o u  h a v e  l i k e d  t o  l a y  i t  o u t ?
Naturally enough, they found the same problems as the Mathematics 
department in separating skills and concepts for the mathematics they
taught:
Teacher I've found problems over the concepts.
Our children really do find it terribly 
difficult until they have got the skill.
Quite often they will grasp the concept once 
they've got the skill, but you can't start with 
the concept. Practice, practice, practice and 
then it dawns slowly. We did find it with the 
English as well. It was a bit fraught, the 
discussions on that, to say the least. We were 
all tearing our hair out in the end, saying, well,
you know ....  how do we do it really? .... we give
them the skills and hope that the concepts will 
come from that....
Researcher: Can they acquire the skill without the concept?
Teacher: Yes, and with a lot of them that's what you've got
to do.
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Researcher: What your saying is that you can't separate skills
and concepts? You can't learn one without the other.
Teacher: No. I don't think so, certainly not with our children.
(B8, interview 2, 312-3*+?)
(j) Technical Faculty
Not a lot of difficulty was experienced in using the general framework.
Initially the Department set out to examine year 1 separately because 
the basic objective for that year was to give the pupils some experience 
of all the craft areas. The timetable was arranged so that each pupil 
spent 28 periods in each of the 5 departmental areas of activity but, 
as this amount of time was so very small, pupils really only sampled 
the range. In the second year a 'mini' options scheme allowed pupils 
to select three areas and hence have a greater contact time in those 
areas.
In the end, however, no distinction was made in the departmental
submission between years 1, 2, and 3-
The departmental handbook was available for members of the department 
to draw on. In the handbook many of the activities were described in 
terms of the processes they incorporated. Content and skills were 
interrelated:
"The skill level comes out in the content of what
they do. We choose a j o b ....  it will have a
number of processes in it and they will have to 
do those sufficiently well to achieve that. You 
really think of them (the content and the skills) 
together."
(B9, interview 2, 373-390)
Know!edge objectives created a problem in the department, particularly 
for the teachers of the cookery, nutrition and needlework. Staff
-2*+0-
teaching these subjects were the only ones to mention that no framework 
and no taxonomy was offered in the LEA circular. They found some 
suggestions from the researcher, and a book on this, provided a framework 
which was acceptable.
Later, when members of the department came to review their submission
they noticed the absence of any objectives relating to measurement.
As a. result a suggestion was made that a checklist of objectives be
included in the framework provided by the LEA:
Teacher: The form didn't say how much detail was required
and I think a reminder there would have been helpful 
and would have made us think a bit more.
Researcher: What kind of reminder would have been helpful?
Teacher: Well if they could have put headings like measurement
or area, or volume. Things like that might help.
(B9, interview 2, 451-463)
(iii) The form of the statements on aims and objectives 
Although the aims and objectives were formulated in various ways and 
referred to a wide range of subject matter they had several characteristic 
features in common.
(a) Most aims and a few objectives were expressed in terms of what 
the teacher was to dOj for instance:
Mathematics:
"To help the pupils gain confidence in their ability"
Science:
"To impart a basic knowledge of facts and concepts 
which will provide a firm basis for future work 
in Science."
Social studies:
"To make the child aware of society"
"To help him understand his own environment in detail."
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S u p p le m e n t a r y  E d u c a t i o n :
"To help the development of literal comprehension and 
rational thought."
(b) Many of the objectives, concepts, skills, attitude and knowledge 
were given as lists of one or two words, for example:
Art:-
Concept objectives: 1. Space, form, line, colour.......
2. Contrast, harmony, symmetry, etc.
Mathematics :-
Knowledge objectives: Units of measurement, length,
area, volume, weight.
Tables.
Modem Languages:—
Skill objectives: Accurate pronunciation, spelling.
Comprehension of simple statements 
and questions, etc.
Music :-
Attitudes: Enjoyment, self discipline,
group discipline, etc.
(c) Many objectives were given as lists of generalised patterns 
of behaviour, for example, in English the reading objectives 
included:
Concepts: To understand what is being read
to be aware of style
To judge how style affects meaning
To acquire basic reading skills, to 
improve vocabulary
Skills:
Only occasionally were the objectives stated in terms which specified 
criteria of what the learner was to do when demonstrating competence 
as, for example, in 'to write legibly'.
(d) In one or two instances objectives were given in the form of 
'expressive' objectives, i.e. they described an educational encounter.
The situation in which the children are to work, the problem with 
which they are to cope or the task in which they are to engage 
was stated.
t
For example, in Physical Education:
"To define and practice the physical skills 
involved in the range of activities, co­
ordinating eye, body and movement in space 
and time.”
"To understand and acquire the rules of 
activities undertaken."
Whilst it is clear that no explicit principles for the formulation 
of objectives were given in the LEA document which set out the 
basic procedure to be adopted, the way in which the task was 
eventually undertaken may have been affected by the style of the 
document. The document listed categories of objectives; lists were 
prepared in response. It focused attention on concepts, skills and 
attitudes and gave descriptions of these rather than examples of 
related objectives. By doing so it may have reduced the emphasis 
on learning activity or outcome. Similarly, by asking for a de- 
markation of concepts, skills and attitudes, it may have diverted 
attention from the educational encounter in which several categories 
of objectives could have been achieved simultaneously. The difficulties
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mentioned by many of the staff in separating their concept, skill 
and attitude objectives may be related to this one point.
(2.2) Analysis of curriculum provision:
E2: The Eight areas of Experience
One of the most distinctive features of the reappraisal framework 
offered by the LEA to schools engaged in the exercise was the use of 
the checklist of the eight areas of experience. These eight areas, 
proposed originally by HMI in their document 'Curriculum 11-16', 
included the aesthetic/creative, the ethical, the linguistic, the 
physical, the mathematical, the scientific, the social/political and 
the spiritual areas. The assessment of the subject contributions to 
each of these areas formed a central part of the schools' curriculum 
reappraisal. It provided one criterion for a review of the whole 
school curriculum and was also a means whereby individual teachers 
could assess the contribution of their subject to that curriculum.
(i) Problems encountered in the analysis
Few teachers seemed to have any problems with understanding what was 
required in this part of the analysis. The definitions of the eight 
areas were also reported to be quite clear. When asked if the eight 
areas were easy to understand a response typical of many was:
"Oh yes, no problems in that area. There is 
a certain amount of overlap but that didn't 
present any problems, no."
(B7, interview 2, 3^7-350)
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It was when the teachers began the actual analysis of their subject's 
contribution to each of the areas that problems started to arise.
(a) Some teachers found it hard to cope with the notion that their 
subject offered little or nothing to some of the areas. One difficulty 
in the Art department centred on this point:
"It was difficult, very, very difficult. Difficulties 
I know we had. We were O.K. on what the actual things 
meant and what the definition of terms was in this 
particular paper, but I still think we found it
difficult to......  I think all of us fall into the old
trap of what we think Art education is about and that's 
a disaster. I think we should be looking at what we 
actually do here. For instance, I'm sure people think 
there's a lot of social/political content in Art.
Well there could be. So we could say it's number one.
But we don't do it here. There might be a lot of ethical 
content to Art, but we felt here that our emphasis wasn't 
on that side of the kid's experience in this school. It 
sounds very simple to say that now but it took a good 
half hour to actually make a statement like that - the 
fact that we weren't going to bother too much about it."
(B1 , interview 2, 29O-3H )
Similar problems were experienced by the linguists:
"Yes, we did (have difficulty) because we didn't feel there 
was a great deal there that concerned us. We felt that 
there wasn't a lot in our 11-16 course which could be 
called spiritual or scientific or ethical."
(B7, interview 2 339-3^5)
The difficulties mentioned in these two quotations could have been due 
to the feeling the teachers had that their subject ought to be able to 
contribute to each of the eight areas and that,in a sense,their 
subject was being judged by its contribution.
(b) The assessment of the departmental contribution to a given area 
was very dependant on the criteria used by teachers to judge what was 
an effective contribution, as the following conversation with the 
linguist demonstrates:
Teacher: We had a look at this area of experience, E2: Analysis
of Curriculum provision and we found that as far as 
our department was concerned we had obviously a very 
linguistic involvement; we had no physical
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involvement except telling the children to sit down 
and stand up and that was about it.' We could see 
no areas of ethical - no ethical element in our teaching. 
We were purely passing on linguistic skills and ethical - 
obviously, ethical things come into reading and material 
which is done at a much higher level, for example, in the
sixth form ....  Obviously, scientific and social,
political and spiritual elements would come into sixth 
form work, but only via literature.
Researcher; What about the aesthetic in the sense of enjoyment of 
speaking and sensing the different intonation?
Teacher: Yes I suppose that does apply.
Researcher: Having an appreciation of ....  ?
Teacher: Yes, in so far as one can communicate with another
human being in a different language, I suppose that's 
being creative, isn't it? We saw the aesthetic/ 
creative you see as essentially creating something 
with one's hands.
(B7 , 2&+-303)
(c) Difference in interpretation:
The above conversation also raises possibilities that each of the areas, 
although apparently clearly defined, may be subject to differences in 
interpretation. Indeed some parts of the definition itself may seem 
more or less relevant or important to teachers in different subject 
departments. This problem in highlighted in the following extract:
"You start asking do they regard these, even though 
they are defined, are they interpreting the terms 
in the same way as we are? You look at them and 
you think in some cases the nuances of it have 
been interpreted differently. What a Scientist 
might regard as spiritual might be very different 
from what somebody in the R.E. department regards 
as spiritual, even given the definition. They'll 
say, all right, I agree with the definition, but 
really, you know, this little bit of the definition 
is more important than that bit."
(Transcription Science Dept, pp 42, 43)
(d) Areas found to be inappropriate:
In the introduction of the curriculum reappraisal exercise, the 
framework for the analysis had not been presented in a way that 
suggested that it was necessary for teachers to stick rigidly to the 
guidlines given. Indeed staff were encouraged to discuss and adapt
- 246-
the framework so that it was best suited to their own needs. In the 
event, two departments found they were unable to work with the complete 
list of the eight areas. Each therefore changed or adapted one of 
these. In the supplementary Education department the members said:
"We altered that, because we thought that 'social/ 
adjustment' was better from our point of view, for 
us to use, than 'social/political'. So we took the 
liberty of altering that because we couldn't cope 
with the other one.'"
(B8, interview 2, 509-578)
In the Art department, the situation was explained as follows:
"The 'linguistic' one was the most difficult because we 
felt, I felt, most strongly, that linguistic in the 
terms it was written in the definition of terms wasn't 
what we do here, but as a communication skill, a
communication technique....  It doesn't actually
mention communication at all, I don't think. In fact 
we scrubbed 'linguistic* out and put in communication'.
That (the definition) is very literary. That (the last 
few lines) was the bit that we thought was important, 
the relationship to others, to themselves, the 
communication bit in other words. So we scrubbed that 
out and put in communication skills."
(Bl, interview 2, 311-330)
The linguistic area also caused problems for the music teachers.
Written music was seen by members of the department as a symbolic 
language. The symbols used, for example the cleff, were manipulative 
not mathematical. Since the definition given for the linguistic area 
implied the use of words not symbols, neither area seemed to them 
appropriate to the teaching of music (Field Diary, 23rd September,
1980).
(e) Problems with the comparison of departmental returns:
Because the interpretations of the 8 areas were likely to vary according 
to the subject and because teachers of some subjects chose to adapt 
or change those areas it seemed inevitable that the school would 
experience real difficulties when it came to the task of analysing 
the total contribution of the 8 areas to the whole school curriculum.
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To be fair, the need to do this and the methods to be used were not 
introduced to the staff before they undertook their original analysis 
The relevant papers arrived in the school during October, some three 
months after most staff had completed their subject submissions. The 
problem however could have been anticipated as one member of staff 
pointed out:
Teacher: I would have thought it was less than scientific
to say to someone those are the eight areas and 
then to go away and say well you can discuss this 
and you'll probably find your subject doesn't 
break down into these areas anyway.
Researcher: How do you mean it's less than scientific?
Teacher: V/ell in the end anything that is going to be made
of it is going to be made by analysis, and if the 
breakdown of what you're doing doesn't fall into 
exactly the same analysis as another subject then 
there is going to be no comparison. We'll say we 
base our decisions according to these criteria and 
then they turn round and find the things don't 
match up at all...."
(B5 , 058-068)
Later the same member of staff elaborated further:
"You can't go away, you can't have debates about 
the aesthetic/creative, the spiritual - that we 
think this part of ours fits in the spiritual.
You've got to have fairly strict criteria if you're 
going to compare between subjects. It needs to be 
tightly structured if its going to be a reasonably 
scientific exercise. If one goes according to the 
letter of the paper I think it will be a fairly 
tightly structured exercise, but if one takes what 
(the adviser) said when (s)he said, "Well, of course 
some of you will go away and will discuss this and 
produce both sides of the argument", then there is 
a likelihood that it may be less than precise."
(B5 , 082-092)
(f) the boundary of an area of experience:
Although most members of staff appeared to accept it without demur, 
the use of the word 'area' was queried by one of the teachers in the
school:
Teacher: Within a subject we will have the word 'area'
used literally when you're a mathematician 
and you're talking about the number of squares 
on a surface. But then we talk about subject 
'areas'. We will use the word 'area' to mean 
sections and we will use it to mean sections
in a particular way....  but you've got to pin
down what you mean by an area and I think that 
you can't.
Researcher: Is therefore the spacial concept of area applicable
to experience?
Teacher: You can't separate it with boundaries, but I suppose
it's analogous in that it's quantitative. You can 
have a bigger area or a smaller area just like people 
can have a bigger or a smaller amount of experience, 
in that sense.
(B13, **37-*+8*0
c) The Evaluation of outcomes.
Although officially the programme of reappraisal had not reached the stage 
of evaluation of outcomes, nevertheless the teachers I observed were in fact 
continually evaluating their progress and that of the other schools involved, 
comparing and contrasting their efforts and the documents they produced.
(l) The extent to which teachers supported the task of setting out 
departmental aims and objectives
In spite of their reservations and difficulties, most of the teachers in 
the case study school seemed to be convinced of the necessity of stipulating 
aims and objectives as an aid to planning. All who discussed this point 
said they thought it was important. Confirmation of this was also obtained 
from the responses to a question posed in the fixed-response questionnaire 
on the validity and usefulness of statements of aims and objectives.
There was a very high level of agreement with the comment 'formulation of 
objectives should be the first step in curriculum development and planning'. 
The full set of responses is given in Table **.18.
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Table 4.13 The Validity and Usefulness of Alms and
Objectives - Case Study School
STATEMENT
Frequency of 
Response to Score Mean
1 2 3 & Score
The formulation of objectives should be the 
first step in curriculum development and 
planning 0 0 10 24 3-7
A subject department cannot function 
properly without a clear set of objectives 0 0 16 20 3.6
Education is a life long process to which 
terminal goals cannot be attached 0 5 12 18 3.4
You cannot assess an educational outcome 
unless you are clear about your obj.ectives 1 3 16 15 3-3
Aims and objectives are inferred from 
teaching activity 0 5 18 13 3-2
Educational objectives should encompass 
the needs of society and the needs of 
industry 0 3 20 11 3.2
You cannot state educational objectives to 
the same precision in all subjects 1 5 16 14 3-2
Each lesson should have a clear set of 
objectives 1 5 19 11 3.1
Objectives must be constantly re-adjusted 
according to circumstances 0 10 15 11 3-0
All objectives cannot be stated; teaching is 
too complex 5 6 8 17 3-0
Not all teachers have the time or 
inclination to be involved in the 
setting up of objectives 2 11 13 10 2.9
Prespecification prevents the teacher from 
taking advantage of unexpected opportuniti.es 4 9 16 6 2.7
An educational objective is a statement of 
the behaviour the learner is to manifest 4 5 20 5 2.8
By focusing on short-term objectives you 
loose sight of the overall aims 3 12 14 7 2.7
Educational objectives should be set 
nationally 9 9 15 3 2.3
Low objectives may be set to avoid the 
danger of failure 15 12 5 3 1.9
Objectives overestimate the degree to shich 
educational outcomes can be predicted 0 10 20 5 2.9
SCORES: 4: to a great extent 
2: to a minor extent
3: to some extent 
1: not at all -2 5 0 -
The following words from a member of the Art department show, though, 
that, however useful or necessary objectives might be found to be, there 
are some teachers who believe that there is in really fine teaching 
something which transcends a clumsy attempt to pin that activity down to 
a rigid structure of aims and objectives. The process, the social 
interaction of teacher, pupil and subject is not one that they felt 
could easily be put into words:
"You see,in the last few years we tried to get 
coherence in the department by us all doing the 
same things all at the same time with groups ... 
We planned it more carefully than I've ever 
planned it before. Although, having said that,
I think a good Art teacher has a 'gut' reaction 
to the subject. The Art teachers I've seen and 
admired at work seem to have a type of almost 
untalked about empathy with each other.... and 
with the pupils as well, but if you haven't got 
that you've got to structure it."
(Bl, 0^2-05?)
"What I feel you're trying to do in Art, in very 
simple terms, is to try and stimulate the inside
of a person to react to the outside world .....
You're looking at it in terms like sensitivity 
and perception, concepts and that sort of thing. 
But I think that all those are words that don't 
really matter unless you are stimulating the 
brain first."
(Bl, 291-301)
(2) Teachers' opinions of the collective subject statements
When the teachers in the case study school came to review the documents 
they had produced they made several observations which are of interest 
and confirmed several points already made.
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(a) The high level of aspiration
"I found that the objectives were often as hopeful 
as aims can be and I wondered,when looking at the 
objectives, whether the teaching matched them and 
the methods of teaching."
(Bl6, interview 2, 003-006)
(b) The brevity of some submissions
"I found some very short - almost too short to be useful."
(Bll, interview 2, O89-O9O)
(c) The superficiality of the analysis of the 8 areas
"Oh yes, I'd agree with that. As I've said by looking 
at the bald outlines of our areas of experience we see 
that History and Geography match up perfectly in those, 
but when you come to look at them more closely there are 
many details that don't match up, different concepts and 
different skills which they are using and all the rest 
of it."
(B^, interview 2, *K>3-lH0)
(d) Recognition of items omitted from one's own subject submission
"P.E.- It was the only department that mentioned 
post-school interests, I noticed. We ought to 
have mentioned that."
(Bll, interview 2, 351-35^)
"The time concept. I don't think anyone else 
mentioned that or emphasised it at all. I  
think it’s a very important point and something
that we've got to look at very carefully.....
Children are very bad at planning."
(Bll, interview 2, 618-625)
(e) The dépendance of an objective on the condition or context in 
which it is to be achieved. This was noted by a member of the
Technical department after a discussion with a member of the Art 
department, as both had written objectives which appeared to be 
very similar at first sight. The particular objective under 
discussion was the representation of three dimensional objects
in a two dimensional form. On being asked whether or not it was 
appropriate to say they were both aiming for the same thing the 
following response was given:
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"No it isn't quite. That's what worried us yesterday, 
because he's doing it from an Artist's point of view 
where in our case its in concrete form - like a 
container, for instance. He could draw many many 
containers and as long as he isn't going to make 
them he can really let his imagination go. But if 
they're going to get to the reality in the end and 
say we're going to make one of whatever this is - 
it's not so good."
(B9. interview 2, *420-429)
(f) Links between subjects
"I felt we had quite a lot in common with Art. I've 
said here we try to do much the same in concepts, 
skills and attitudes. I just read through and I 
thought that sounds like us.' They were talking about 
things like form, line, shape. Well, in English you 
aim for this kind of thing so that children will see 
some kind of form to a piece of poetry, that the shape 
may help the meaning. I know that's Art and I'm 
talking about English but there are some parallels here, 
the movement of a piece for example, contrast and things 
of that nature... I was thinking with the skill objectives, 
you've got sensitivity, perception and communication and 
awareness. They are all the kinds of things you'll want 
in English — and the attitudes as well."
(Bll. interview 2, 022-056)
(g) Variation in interpretation
In the extract immediately above, a member of the English department 
remarks on the fact that objectives, such as 'movement' and 'contrast', 
are common to both the Art and English submissions. When the parallels 
were persued, however, it became apparent that if objectives were 
stated in one word form such as 'movement' they became open to 
considerable variation in interpretation. As a member of the English 
department reflected:
"I'm talking about pace I suppose, rhythm possibly.
Now he, I suppose, is talking about whether a 
picture is dramatic or something. That's what I 
think he means." (Bll, interview 2, 036-046)
When this interpretation was relayed to the Art department the 
difference became obvious and led to the following observation:
"I think perhaps we haven't put sufficient information 
down because we assumed we understand what is written
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there. We assume we are talking about observed 
forms, observed shape, colour,texture,etc., 
leading onto the secondary ones of contrast, 
harmony, things like that. These are things 
that can be observed. They're all around you. 
They can sometimes be mental concepts as well, 
that you could make up. Possibly we've written 
these down for ourselves, rather than for the 
people to read. Maybe they misunderstand it or 
think it's not clear enough."
(Bl, interview 2, 146-153)
(3) The usefulness of the analysis of the eight areas of experience
The task of assessing the contribution of the various subjects to the 
eight areas of experience was one for which the teachers seemed to see 
little 'practical* use. When asked, for instance, whether the results 
of the analysis could be used in any particular way one teacher replied:
"Yes, as long as you regard it as a yardstick 
rather than a fine millimetre rule - depends 
what you mean by 'use'. In practical terms 
it's not too easy. But it's got a use, 
comparing what others are doing with what you 
are doing, informing you rather than making 
you change practice. I don't think that we'd 
say, because in English they reckon they are 
adding so much of this, that, or the other, 
that we feel that we could reduce ours because 
it's being made up over there."
(Transcript Science Dept., pp 4-3, 44)
The suggestion that the analysis of the subject contribution to each of 
the 8 areas of experience could be used to assess or prescribe what could 
be called a 'balanced' curriculum was also treated with a certain amount 
of scepticism:
"There's one fundamental point about that 
document. It presupposes that all those,... 
perhaps thats a bit strong, but it appears 
to presuppose that all children should 
receive the same amount of all the different 
things, whereas I think some children would 
benefit in life and personally by a lot more
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spiritual education, because they are of that 
nature, genetically, or whatever, and others 
would benefit, an human beings, from a lot 
more scientific input. Obviously that's 
something you can't say. You're saying that 
they are a 'grey man' and they're not.''
(Transcript Science Dept. , p ¿t-5)
As another member of staff observed:
"It might be a useful way for someone to look 
at (balance), yes. But I don't think anyone 
is really in a position to say what sort of 
balance a pupil ought to have anyway. That's 
going to vary according to the sort of pupil."
(B5, 350-360)
Through the use of the fixed-response questionnaire the prevalence of
some of these views could be assessed. The question posed was: 'How
valid and useful was the analysis of the subject contribution to the
eight areas of experience?' Ten statements of what the analysis might
enable teachers to do were given and respondents were asked to indicate
the extent to which they thought these were possible. The results are
given in Table h. 19 and show that there was a very high level of agreement
between the individual responses to the items in the table but a markedly
low assessment of the potential of the analysis to achieve any of the items.
Not one item had a mean score at the highest level (to a great extent). It
would appear that the teachers in the case study school neither regarded
the analysis as providing them with any powerful criteria for curriculum
planning nor did they think it a particularly helpful heuristic for analysis.
Compared with the formulation of aims and objectives it had for them little
practical value. This conclusion is verified in the following conversation:
Researcher: Did it give you any useful information?
Teacher: Not a lot really, no.
We knew we were dealing with aesthetic and creative 
elements and liguistic, obviously, and social/political 
elements, but I don't think thats helped us as much as 
the other areas we've discussed - putting down the 
objectives.
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T a b io A .  1 9 Responses to Fixed Response Questionnaire« Case Study School
Q. To what extent does the use of the areas of experience 
checklist enable teachers to:
ITEM
Frequency of 
Response to Score Mean
Score1 2 . 3 4
Develop a more coherent view of the 
whole curriculum 0 3 23 8 3-1
Co-ordinate pupils learning 
more effectively 1 5 17 10 3.1
Keep the balance of pupil activities in 
perspective 0 7 17 10 3-1
Identify gaps in the curriculum 0 6 19 9 3.1
Assess quantitatively the contribution 
of their subject to each of the 8 areas 1 8 17 7 2.9
Define the total experience of an 
individual pupil in the school 1 10 13 8 2.9
Perceive their own contribution and 
hence improve their morale 2 11 17 2 2.6
Provide progressive experience for 
pupils in all areas 3 10 18 2 2.6
Consider the more effective use of time 2 16 13 2 2.5
Prescribe the amount of learning time 
each pupil should spend on various 
subjects 5 19 7 2 2.2
SCORE: 4: to a great extent
3: to some extent
2: to a minor extent
Researcher: I n  w h a t  w a y  h a s  t h a t  h e l p e d ?
Teacher: Oh,well,its helped to concentrate us as a team whereas
before we were working as individuals, 3 individuals 
within a department. We feel now that we're working 
much more cohesively."
(B7» interview 2 , 350-360)
A comparison of these observations, made in the Phase 2 case study school, 
with the survey results obtained in Phase 1 is obtainable from Table 4.20 
which shows the way the Phase 1 teachers responded to the various proformae 
including El and E2. On this evidence El is again regarded with more 
favour than is E2, to which the response is largely neutral.
Table 4.20
Value attached to each of the Proformae (Phase 1)
Coding
1
2
3
4:
Negative value/Unhelpful/Terrible/Caused difficulty 
Neutral reaction/Uncertain/Very little gain
Reasonable/Acceptable/Not a new idea, the usual approach/ 
Not entirely satisfactory, but difficult to suggest a 
better method
New idea/Helpful/Useful/Good
Proformae
Frequency of Response to Code :
1 2 3 4
El 3 19 37 38
E2 24 40 24 19
W2 33 44 7 5
SI 33 43 7 4
PI 10 42 5 5
W1 1 4 1 3
S2 - 5 4 1
P2 - 4 1 1
W3 - 2 — 2
(4) The benefits of undertaking the analysis of the individual subjects 
(i) Benefits experienced in the case study school.
A number of benefits of undertaking the analysis were mentioned by teachers 
in the case study school. They fell into several broad categories, which
are listed below, with examples.
(a) stimulus for action
"Its quite a good idea actually to force people, put a bit 
of pressure on people to look at the way they're teaching 
because most people, being like most humans, if you can 
procrastinate, you tend to. You find something more 
immediate that requires your urgent attention."
(B ll, 013-017)
(b) initiation of curriculum documentation/analysis
"Our kind of people, our generation,tend to be more 
practical in the sense that they do and they write it 
down if they have to, almost. They know what they want 
and what they're steering for but, if you want to put it 
in evidence,then we do need to write it down more. We 
did find that very useful because it really makes us 
think about it and why we were doing some things."
(B9, interview 2, 390-402)
(c) revision of documentation
"It's worthwhile in the sense that we had to stop and look 
at our aims and methods again and objectives. We did 
discuss them. We did go through again and see whether 
we still thought that the objectives we put down 
originally were.... "
(B4, interview 2, 240-244)
(d) valuable discussions/collaborations
"The discussion was useful on how individual members of the 
department weight their lessons, particularly with regard 
to social and possibly ethical. We had quite an 
interesting discussion."
(Bll, interview 2, 692-7OO)
"The value of this was that we all got together and 
we thought about the way we were doing things and what 
we were aiming for." (B7, interview 2, 013-01.5)
"We had sundry meetings, departmental meetings, which in 
themselves, I think,were valuable because it made us look 
at what we were doing and look very hard. And it made us 
argue about what we were doing when we were doing it.
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There are some things in my scheme of work that they took 
issue with, which I think is good. But I had. to push them 
to take issue with it.'
We did find it valuable and it did make us think and it did 
make us pool all the different things that we do because, 
although they use my scheme of work as a framework,we all 
tend to work in vaguely different ways and we found that 
we could pool things."
(b 8, interview 2, 255-296)
(e) the In-House conference
"Yes, that was very good, yes. I thought that was 
excellent, that day we had when linked together and 
saw one another's viewpoint. Yes, that was very
good."
(B^, interview 2, 378-381)
(f) new perspectives on subjects
"There was a lot of talk about it soon after, in the 
staff room mainly. We got engaged in a number of 
conversations over that with various Heads of 
Department. The Head of Social Studies and the 
Head of Art in particular. The comments, of course, 
were on the areas of experience, the business of 
where we felt we'd fitted in. A lot of people 
expected us (the Technical Department) to be top of 
the shop on creative every time and of course when 
they looked they found we weren't number one every 
time there."
(B9, interview 2, 533-572)
(g) links within faculties were confirmed
"I learned that we linked up very closely. This E2, the 
areas of experience and the way we listed those,I 
thought we linked up very closely in that and you can 
see why it is a department with these three subjects 
in it. In saying that they're linked, I wouldn't, I 
couldn't, 'lump' them so closely together that we 
could make them into one subject. I still think they 
teach different things and different skills. In those 
areas of experience,'social/political' and 'linguistic' 
are the same for history and geography, but within those 
....  Those are very broad bands, aren't they?"
(B^, interview 2, 271-290)
(h) the justification and presentation of the case for a given subject
"Another sort of bonus, I suppose, is the fact that, given 
a clear curriculum that's been thought out and looked 
at, you are in a better position in the future to 
justify, in terms of cash or resources,keeping that 
sort of curriculum. It's a way of protecting you
perhaps."
(B6, 053-056)
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The case study school was formed by the amalgamation of two Secondary 
Modem Schools nearly four years', ago. Since then the amount of time devoted 
to Graft subjects had decreased considerably. If the status of these 
subjects was open to negotation then any curriculum statement of intent might 
offer a means by which the department could state its case:
"We are having to work hard to try and change the image, 
not just for the sake of change. There is a certain 
amount of pride and status... I feel that we are part 
of the core curriculum as stated in recent months and I 
think for the right reasons. But what it needs is 
administrative staff within the schools actually 
appreciating what it is we are doing. That’s why this 
is of value to us at the present time. It’s enabling 
us to present this kind of case."
(B9, interview 2, 501-516)
(i) the recognition of duplication
"Because we’ve published documents like that, when I ’ve 
now read other departments ’ through, I ’ve found many 
common areas and maybe we could drop some of them.
There’s so much duplication in some ca s e s....  Kids
are being saturated. Are they being saturated to 
such an extent that they're not really taking any more 
in? And therefore it might be better, even on those 
grounds, not to do too much of that. You tend to do it 
in your own area thinking,well,nobody else is doing it 
so I've got to do it. But because we've got that kind 
of document now.... "
(B9, interview 2, 517-533)
(j) identification of gaps in curriculum provision
"We were actually, I suppose, for the first time, asked 
to put into print to some degree our main objectives 
here and what we did, the way we went about it. I 
was quite concerned about the fact that we should 
actually put down what we do not what we think we 
should do, but actually what we do, because I'm 
fairly convinced that the main thing we're going to 
get out of this is to see the gaps. There's no 
point in patting yourself on the back about what you 
do without realising there might be areas you're not 
actually touching."
(Bl, interview 2, 068-07*0
(ii) Comparison with the benefits mentioned by Phase 1 teachers
In the schools in Phase 1 of the exercise, a number of benefits were frequently
mentioned. These are recorded in Table *1.21. Several were similar to those
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T a b l e  4 . 2 1 Benefits of CRAG. (Phase 1)
Frequency o f Mention
BENEFITS FHEQUENCY
Meetings / discussion of curriculum / Provision of 
information within departments 35
Meetings /  Exchange of ideas or information with 
colleagues from other departments within the school 40
Meetings / Exchange of ideas or information with 
colleagues from other schools 55
Meetings / Exchange of ideas or information with 
HMI /  LEA advisers 11
Analysis / increased understanding /documentation of 
own subject /  curriculum practice / theory 76
Increased understanding of whole curriculum issues 
e.g. balance (8 areas), assessment, common core, records 50
Exposed weakness /  gaps /  duplication in existing 
practice /  curriculum provision 25
Reinforced / justified existing practice /  Increased 
self-confidence 30
Increased awareness of need for (continual) review of 
curriculum practice /  provision 10
Literature related to the project was valuable 8
A positive offset of class room teach in/? 1
Helped establish authority of (new) HOD/ 
Management training 12
Integrated / united department / staff /  Increased 
involvement of staff in curriculum deliberation / 
Increased collegiate accountability 15
Stimulated notion / acted an a 'trigger' 3»
Quedos /  recognition for the school /  department 12
Provided material for inclusion in curriculum vitae / 
Helped promotion prospects 3
Drew attention to individual pupils needs /  perspectives 6
Helpful in planning new courses /  for new teachers 6
Drew attention to needs of industry 8
Other 4
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mentioned in the case study school, such as the value of discussions and of 
increased understanding of one's own subject area. A list of the most 
frequently recorded benefits from Phase 1 was drawn up and the teachers in 
the case study school were asked to state, on a ^ point scale, the extent to 
which they felt they had experienced benefit from the items listed.
The results are given in Table 22.
Two points emerge from Table *1.22. Firstly there appears to be relatively 
little correlation between the frequency with which the benefits were 
mentioned in Phase 1 and the extent to which they were experienced in the 
case study school. Secondly, with the possible exception of departmental 
discussions, the extent of the benefits noted is remarkably low. This may 
be, in part, because teachers in the case study school had only been involved 
in the exercise for six months when they completed the questionnaire, in 
contrast to those in Phase 1 who had been involved for a period of over two 
years in completing their analyses. Their opportunities to engage in 
discussions with other departments and with other schools had been, therefore, 
correspondingly fewer. However, as members of many departments had effectively 
completed the analysis of their curriculum provision, the low score on such 
items as: "Increased understanding of your own subject area" must be noted.
As for cross-curriculum deliberation,the staff in this case study school 
felt that this would come - it was just a matter of time:
"I'm not worrying too much about this linking because 
I think it is going to come out of it - the linkung 
with each others' departments and I think that as a 
school we are going to learn a lot more. A lot more 
is going to come out about how we teach, who teaches 
what and how we can link and whether we are overlapping."
(B*f, interview 2, 381-387)
"We've not come to meet very much with other areas - only 
through the publication of the total document. We haven't 
actually got together with, say, the Social Studies area.
It's very early stages yet, isn't it? It's been going, 
what, about six months? I expect that will come later on."
(Bll, interview 2, 15*4-180)
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Table ¿K22. Questionnaire Responses - Case Study School
Qs To what extent have you experienced benefit 
from the foilowing during the CRAG enquiry?
Item Phase 1 Frequency
Case Study School
Frequency of 
Response to Score:
Mean
Score
Meetings within 
departments 33 (2796) 1* 3 10 13 3.0
Meetings with other 
departments 1+0 (32%) 19 3 6 0 1.5
Meetings with teachers 
from other schools 55 (***»*) 12 2 5 7 2.3
Meetings with HMl/lEA 
Advisers 11 ( 9%) 10 9 9 0 2.0
Increased understanding 
of your own subject area 76 (61%) 6 8 15 3 2.5
Increased understanding 
of whole curriculum 
issues
50 (40?S) 5 5 20 3 2.6
Confirmation of existing 
practice 30 (24?5) 7 16 2 2.6
Informal discussions in 
the school - 2 10 15 3 2.6
Scores: to a great extent 
3: to some extent 
2: to a minor extent 
Is not at all
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(a) Although the case study school had only completed a fraction of their 
curriculum reappraisal programme, the effects were being felt. Members
of staff from all the contributory primary schools were invited to attend 
the In-House conference in the case study school. Links were established, 
particularly in English, and led to a series of meetings. The arrangement 
is described in the following conversation:
"I felt really the meeting we're having tonight on reading, 
although it's not labelled ....,is something that has come 
from it and the meeting with the Adviser and the primary 
schools. That is something I'm sure that has come from it.
All the primary schools have got the first part of our 
syllabus, which states the kind of teaching that goes on in 
the first two years. They've also got our reading list
with......  the idea that......  I don't think they'll be
actually told "hands off those books", but perhaps they'll 
get that message."
(Bll, interview 2, 15£t— 180)
(b) The barriers between one or two departments seemed to have been 
gradually eroded. In the English departmental meetings, the Head of 
Department reported:
"I'm now getting departmental meetings where someone from 
the Supplementary Education department usually comes along.
The librarian usually comes and if there were any other 
departments where it was necessary, I'd try and get them to 
come in. Now at one time that didn't happen. It was just 
English. It's a gradual process, I think. You can't snap
your fingers and....  There'd be a reaction against it if
you decreed that this would happen. On the other hand 
people can usually be persuaded to slide into things. They'll 
usually find themselves there and involved before they've 
had time to say no." (Bll, interview 2, 227-238)
(c) Two departments,the Art and the Technical departments, came together 
to see how their courses complemented one another:
"The Head of Art and I were asked together yesterday 
to look at some common aims. Now, there are a 
number of areas where a number of subjects get 
together, and if you look at the whole of what 
a child receives there are many duplications.
Perhaps in some cases we could almost do without
(5) Curriculum Outcomes
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odd little bits. Maybe we could look at outb and 
say, well,a number of people are doing that already, 
so do we really need to?"
(B9, interview 2, 404-414)
(d) 'Zero' outcomes
Many of the teachers found the exercise produced information which was 
neither unexpected nor controversial. They regarded their departmental 
submissions merely as summaries of their own records:
"1 think it was more a record than anything else. I 
don't think there was anything new that came out of 
it, really."
(B4, interview 2, 478-481)
"I suppose it helps me to understand what (other 
departments) think is important to them, if I didn’t 
know that already. I think I do know,to a large 
extent. I might be wrong, but having looked through
these things....  there were one or two cases where 1
was quite surprised by them. There were one or two 
cases where I was mildly surprised, but there were 
most cases, I suppose,where I could completely 
understand why they've come to those decisions. There­
fore, in most cases it was probably rather predictable 
to me. If a thing is predictable it's sometimes not a 
lot of use to you, you know. If you've got something you 
knew was happening anyway, well, it might serve to 
reinforce your ideas."
(Bl, interview 2, 399-^13)
When asked later to comment on the benefits which were listed, the staff 
in the case study school added the following:
"The Heads of Department did benefit from meeting other 
Heads of Department. However, have the ideas been 
truly discussed with their departments?
El and E2 made us rethink our aims and objectives more 
thoroughly. It was a good starting point to get us all 
talking on familiar ground. To complete the eight areas 
of experience made us realise our contribution to a 
pupil's full education.
Most staff were affected by the outcomes - they read the 
documents and inwardly digested them. They either 
confirmed their ideas or set up new trains of thought."
"Maybe some wouldn't like to admit your understanding of 
your own subject can be increased! But mine did! Most 
staff were affected by the outcomes but not in a measurable 
way. Sometimes they confirmed our thoughts, but they also gave new ideas."
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"(The reappraisal) was externally imposed, but most 
people felt there was a need for it. There were 
some things on our minds to be tackled, for example, 
assessment and the reappraisal looked like a 
package that could be helpful and would allow the 
school to benefit from the experience. I t ’s like 
somebody else's lesson notes. You do what you like 
with them but it's better than starting with nothing."
"People think they know their own subjects well, but 
there have been some changes. One outcome has been 
pupil profile cards, although this was after you 
withdrew. There have been changes in the teaching 
because of E2."
"It did give us more insight into the other departments, 
when I read what they wrote."
(Review Transcripts)
Other than these comments there was general assent to the benefits already 
mentioned.
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4B. Summary
The following represent a summary of the observations made and the opinions 
expressed by those involved in the project.
1. The origins of the exercise can be associated with expressions of 
general dissatisfaction emanating for the most part from politicians 
and the DES.
2. The need for the project appeared to be felt most strongly by HMI and 
members of the LEA advisory service and least by the teachers in the 
schools.
3. There appeared to be little dialogue or negotiation on the need for 
the project between the various groups involved before the project 
was implemented. This did not seem to have been a major source of 
concern for staff in the case study school.
4. There appeared to be a considerable discrepancy between the aspirations 
of the various groups involved in the project.
5. Criteria for the reappraisal procedure were mentioned only in general 
terms and were not the subject of discussion during the reappraisal.
6. No alternative methods of reappraising the curriculum were considered; 
schools were expected to adapt the methods offered to fit in with any 
procedures they had already adopted.
7. There appeared to be a multiplicity of aims for the project and these 
were defined only in general terms.
8. The case study school was able to use the project as a means of 
establishing curriculum links with its primary feeder schools.
9. There was greater flexibility in Phase 2 than there had been in Phase 
1 and therefore less consistency in the procedures adopted by the 
schools in Phase 2.
10. There was considerable criticism of the amount of help and support 
offered to the schools by the LEA advisers and HMI, particularly in
Phase 1. The teachers in the case study school believed the amount 
of support was kept deliberately low so that they would have to accept 
responsibility for the process of reappraisal in their own school.
11. As the programme was implemented, its progress was aided by unofficial 
leaders in the case study school who devoted much time and energy to 
the project.
12. The barrier rated as the most serious by the staff in responding to 
the task of curriculum reappraisal was the pressure from politicians
on curriculum policy, but this was open to a wide range of interpretation.
13. Considerable concern was expressed in the case study school over the 
lack of any clear plans for implementing the process of reappraisal.
1^. Members of departments, such as P.E. and Music, which have a major 
and regular commitment to extra-curricular activities find it 
particularly difficult to get together for curriculum review.
15- There seemed to be no particularly convenient time in the school
calendar in which to undertake a major project involving all the staff.
16. A number of teachers in the case study school were concerned that the 
project represented a threat to their subject or that it might have 
little or no impact, whilst others were worried that their involvement 
might have a negative effect on their day to day work with pupils.
1?. Most general procedural problems encountered by the teachers in the
task of reappraisal referred either to the lack of common understanding 
and interpretation of words and phrases or to confusions over how to 
apply the analysis to extra-curricular activities, integrated courses 
etc. The relationship of the subject statement to the eight areas of 
experience was also questioned.
18. Most subject departments referred to difficulties encountered in
trying to separate knowledge, skill, concept and attitude objectives.
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iç. Because of difficulties encountered, few departments completed their 
analysis on a year basis. Some split the subject into themes, others 
into stages of attainment.
20. A number of teachers found the framework restrictive in that it 
focussed attention on the teaching of subjects and not the education 
of the whole child.
21. There appeared to be considerable variation in the interpretation of 
what counted as a contribution to each of the eight areas of experience.
22. Members of some departments found some of the areas did not include 
or emphasise matters which they thought important and they therefore 
defined new areas which they then used. The comparison of departmental 
returns therefore became problematic.
23. Most of the teachers in the case study school supported the formulation 
of objectives as the first step in curriculum development and planning. 
They felt this was necessary in order to enable departments to function 
properly.
24-. Some staff queried the status of departmental statements as a true 
representation of curriculum intent.
25. There appeared to be considerable scepticism over the practical value 
of the eight areas' analysis in planning or co-ordinating a school's 
curriculum provision.
26. The curriculum reappraisal project was found to be beneficial to many 
teachers in that it promoted discussion and caused the teachers to 
review many of their curriculum intentions. It also afforded to 
members of some departments a means whereby they could justify and 
present the case for the inclusion of their subject in the school’s 
curriculum.
27. One of the principal benefits gained by Heads of Department in Phase 
1 was the attendance at meetings organised by the LEA,where they were
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to establish contact with their opposite numbers in other schools. In 
contrast, the meetings held with other schools in Phase 2 seemed to have 
been very unsatisfactory.
28. The collected departmental statements appeared to enable teachers to 
note some duplications and gaps in curriculum provision, but appeared 
to do little to increase the teachers' understanding either of their 
own subject area or whole-curriculum issues in Phase 2, whereas these 
had been very frequently noted as benefits in Phase 1.
29. As a result of their involvement in the project, one department in the 
case study school was able to establish and sustain curriculum links 
with the primary feeder schools. Members of one department also 
started to attend meetings of another department with which they had 
already established informal contact.
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AC. Knyironmental Factors
In this section the contextual factors which have potential to effect the 
curriculum reappraisal are explored. This type of investigation was not 
possible for Phase 1 and all the evidence presented here therefore comes 
from the Phase 2 case study school.
The following factors are considered in order:
1. Constraints on curriculum planning
2. The school organisation
3*' The management style of the school
4C.1 Constraints on Curriculum Planning
It has already been observed that the teachers in the case study school 
seemed to think that the method of analysing their curriculum,which used 
the eight areas of experience, lacked any great potential as a criterion for 
judging priorities within subjects. Doubts were also expressed about the 
amount of new and useful information to be gained from statements of aims 
and objectives. In view of this,it was thought that it could be instructive 
to enquire what factors the teachers did take into account in the planning 
and execution of their curriculum. The method adopted was as follows. 
Questions were devised to assess the relative importance to the teachers 
of a number of factors which could affect, firstly, their choice of a 
teaching course or project and, secondly, the planning of the teaching in 
the classroom. The factors which were chosen are listed in Tables 4.23 
and 4-24. These factors were derived from a number of sources, such as 
Taylor's (1970) study of the way teachers plan their courses, as well as 
comments previously collected from teachers in both Phases of the curriculum
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reappraisal. The teachers in the case study school were asked to indicate, 
on a four point scale, the extent to which they felt they took account of 
each of the factors listed and to indicate also which five factors of 
these they considered most significant. They were further asked, in a 
separate question, to write down any other factors they felt were important, 
but which had not been included in the given list.
Tables 4.25 and 4.24 give the frequencies of response to each score for the 
factors, plus the average score for each factor. Some of the factors 
were thought likely to be more important to the members of some depart­
ments than others, so the average scores for each factor from the eleven 
departments of the school are also given. The responses obtained for some 
factors were indeed found to vary with department but,for reasons of space, 
the individual scores for each department have not however been included 
in the table. In the analysis of these results, the rank order of the 
factors produced by each department was calculated and the resulting 
tables were analysed using the Friedman two-way analysis of variance. The 
results showed a significant (p<0.00l) variation from that expected for 
both tables if the rank orders given to each factor by the various depart­
ments were essentially the same.
It is interesting to note that the tables show that for all departments 
the factor considered to be most important both in choosing and in 
implementing a course was 'the abilities of the pupils'. Indeed the top 
three items in both tables are factors associated with pupils, their 
abilities and interests, their mastery of the subject and skills they 
need in every day life.
In view of these results it has to be asked whether it was appropriate to
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ask teachers to analyse their curriculum without at the same time asking 
them to take into account the variation in pupil ability. A scheme which 
involved the grading of* aims and objectives could perhaps have covered 
this point. But little or no consideration was, in fact, given to the 
questions of whether there were aims and objectives which applied to all 
pupils and of whether the aims and objectives which applied,for example, to 
pupils with high academic ability were the same as those for pupils of high 
musical or artistic ability. Should the teachers have been asked to 
differentiate and if so how? Many questions such as these remained 
unanswered, although many were raised by the participants in the reappraisal 
programme. Over the period of seven years to date since the start of the 
reappraisal programme, there has been no real attempt made to provide a 
framework for this tyne of analysis.
The responses of the teachers to these lists of factors in Table 4.23 and 
4-24 revealed some differences between departments, many of which might have 
been expected, but a few of which were surprising. External examination 
requirements, naturally enough, were thought to effect the planning of 
courses in most departments except Remedial and Physical Education, in which 
pupils did not sit external examinations. An unexpected response was obtained, 
in contrast,for the factor 'the numbers of pupils in a class' which was 
thought to be fairly important in most departments yet received only a 
relatively low rating from the social studies, maths, and modem languages 
departments. Is there a common feature to the classroom organisation in these 
departments which might cause thi3 and,if so, what? There seems to be no 
simple explanation. Members of the Art Department rated 'the special 
interests of pupils' very highly compared with other departments, but 
'the relationship of the course to other courses in my area’ was thought 
by them to be relatively much less important. These are perhaps more 
comprehensible, for the artist has special talents and Art is not often
-282-
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grouped with other subjects in the way that, for example, the Humanities 
s-re • Thus, though a number of factors appeared to be of concern to all 
teachers irrespective of department, there were a number which were subject 
specific. The point is that an understanding of the differences and 
similarities between departments in the way they organise their courses 
did enable several factors constraining the choice and execution of courses 
to be pinpointed. Unfortunately, a study of the constraints controlling 
the organisation of the curriculum was never a part of the curriculum 
reappraisal programme. On wonders, for example, if external examinations 
were felt to exert such a powerful influence, how reasonable it was to ask 
teachers to state their aims and objectives without documenting simul­
taneously the constraints that the examination system imposed, so that 
these could be studied and assessed.
Through conversations in the school,it became apparent that many of the 
teachers were indeed very conscious of this and other constraints, a few 
of which are outlined below. The conversations served to confirm, 
qualitatively, some of the quantitative evidence. For example, confirmation 
of the' importance of the level and range of pupil ability was readily 
available from the teachers. It was frequently linked to the reorganisation 
and planning of courses through the school's policy of mixed ability 
teaching. Although many teachers were in favour of this policy, drawbacks 
were also noted for, as one teacher observed:
"In mixed ability groups, the majority dictates 
the needs."
(B1, 149-152)
Confirmation was also forthcoming on the influence of the external 
examination syllabus:
"The exam, syllabus as such tends to be accepted 
and, although people obviously teach it in their 
own way, the actual content and many of the methods 
of approach are dictated."
(B6, 357-367)
- 2 8 >
The pressures exerted by members of society and by those in industry 
were felt to be particularly important by some members of staff. This is 
interesting in view of the relatively low score given to the factors 
'development of an understanding of industry' and 'skills and attitudes 
required for industry' in the list of factors involved in choosing 
courses. In fact the quotations show that the requirements of industry 
were seen as competitors in the conflict of interests on the curriculum, 
emanating from parents and other members of society:
"It's the constraints.1 If some of those could 
be removed or at least accepted generally, that 
would help. If people accepted the constraints 
in Science teaching in terms of resources, the 
expectations of any department, no matter what 
it is, to maintain improving standards 
irrespective of the constraints placed upon it ....
Industry wants certain things; other people 
want certain things. Schools have to serve 
many masters and nobody except the teachers 
seem to come across the constraints."
(B1, Interview 2, 417-436)
"E2, to use as a planning tool for the curriculum?
It might be, but I think that there are so many 
other pressures on those who organise a curriculum.
I doubt it very much.
If it was organised in that way, it might not fit 
in with society's understanding of what a school 
should be, or the parents'understanding."
(b9, Interview 2, 043-049)
The blunt anwwer 'cash' was given by one member of staff in response to 
the open question asking if any factors had been omitted from the original 
lists! It should be understood that, at the time the teachers undertook 
the reappraisal, the recession and the effects of falling rolls were 
uppermost in many of their minds. Although the cost of course material 
did not feature high on the list of factors involved in choosing a 
course, the worries over financial stringency and cutbacks in numbers were 
very much in evidence in the following remarks:
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"Present circumstances are going to affect us yet 
again - falling rolls. We are likely, we know 
very well at the moment, we are expected to 
reduce in size (as a department). Now whether 
we can offer what we're offering now with 
fewer people or with larger groups..."
(B9, 087-091)
"I think,to be honest, that we'll just return to what 
we've had before. I think there's other pressures, 
i.e. redeployment of teachers, teachers dropping 
out, having to be redeployed, \4iich I think might 
unfortunately be a stronger influence that any 
this assessment might have."
(B1, 149-152)
A list of some possible constraints, culled from conversations in both 
Phases of the programme, was prepared and included in the fixed response 
questionnaire. Teachers in the case study school were asked to indicate 
which of the factors listed made for real difficulty in achieving the aims 
of their teaching. The results are given in Table 4.25.
The pressure of administrative and pastoral responsibilities and inadequate 
time for planning and preparation were the two most highly rated constraints 
among a list of many items mentioned by a relatively large proportion of 
the staff. Interestingly, these did not feature particularly highly in 
either Table 4.23 or Table 4.24. Maybe they were problems the teachers 
recognised, but knew they were inevitable. They did not, therefore, seem to 
influence the direction in which the teachers were trying to change, 
although they may have affected the rate at which change could be 
brought about. The next most frequently mentioned items nearly all related 
directly to the classroom, viz., the number of pupils in the class and 
their attitudes, the size and design of classrooms, the school policy 
on class organization,etc. and the school timetable. Practical issues 
such as these were unlikely to surface from an analysis using the areas of 
experience, or a statement of aims and objectives. They could,however,
- 2 8 5 -
T a b le  4 . ?5 Constraints Experienced in P l a n n i n g
Frequency
Form of school timetable ........
Provision of storage space . ...
Attitudes of children ........
Your own level of competance
Form of class organisation within the school (e.g. streaming, 
mixed ability, etc.).........................
Inadequate time for planning and preparation
Size and design of classrooms ... ... .
Changes in staff turn-over .................
Staff absences . ... ... ... ... ,
Level of provision of teaching material and equipment
Quality of communication about what ought to be taught
Childrens • home environment...........
Number of children in classes ........
Level of professional training ........
Co-operation between staff within school
Time off to attend courses .............
Provision of specialist facilities (e.g. for music, art, PB,
sex ence, etc.)... ... ... ...
Style of discipline within the school
Style of management within the school
Your level of job security.......
Teachers' perceptions of parents'academic ambitions for 
their children . ... ........
Co-ordination and curriculum planning between the secondary 
school and its primary feeder schools
The weather .....................
Impending changes in staffing levels
Time needed for marking ........
Co-ordination between departments 
Employers demands for qualifications
Level of support from staff in projects and special events 
Administrative or pastoral responsibilities ..............
None of the factors above prevent me from achieving my 
teaching aims .. ... ... ... ... ... ... ...
14
8
14
5
12
16
12
2
8
10
3
10
15 
1
2
5
4 
8 
1 
1
7
7
7
11
2
7
5
18
Number of Respondents: 37
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come from a consideration of the extent *> which objectives could be 
achieved. Resolution of problems of a practical nature depends on the 
establishment of curriculum priorities, which,in tum,are based on 
assessments of the feasibility as well as the desirability of achieving 
certain objectives. No evidence was obtained during this research to 
suSKes^ that the curriculum reappraisal programme was able to help 
teachers establish such priorities or to analyse their objectives in this 
way. Instead,as we have seen,some teachers were able to use the exercise 
to justify their existing curriculum arrangements and to present 'a case' 
for their subject. The rhetorical nature of their responses mitigated 
against a deeper more penetrating analysis, which might have allowed such 
issues to surface.
AC. 2 The School Organisation
It would seem reasonable to assume that if a school is to engage in 
whole-curriculum review there should be some avenues available whereby 
people can meet and discuss the curriculum across departmental boundaries.
In the case study school two cross curriculum groups, the Senior Manage­
ment team and the Heads of Department, met regularly. The Senior Manage­
ment team, which met once a week, included the Head, the three Deputy 
Heads and three senior teachers. Two were members of the English Depart­
ment, two were members of the Mathematics Department, two came from the 
Technical Department and one from the Social Studies Department. Meetings 
of the Senior Management team appeared to be more concerned with day to 
day administration of the school that with curriculum planning. This 
became evident when a member of that team was asked whether it was possible 
for him to influence policy decisions in areas of the curriculum other than
-28?-
his own. The following reply was given:
"That tends to happen more at the Heads of 
Department meeting. We tend to do the day 
to day running of the school from the 
Management team, but you get an overall 
picture of the school, where it's going 
and the forces, if you like, that 
influence some of the things that we 
can do."
(B9, 208-222)
Many of the teachers,who went to the meetings of the Heads of Department, 
gave varying accounts of the amount of discussion on the curriculum 
which took place at these meetings. Some said there was quite a lot of 
discussion on curriculum matters, but others, when asked if they dis­
cussed there what they were doing in the curriculum, replied:
"Not with Heads of Department, no. Certainly 
not. I might informally assess it with 
friends of mine on the staff, just because 
it’s something to talk about. There's no 
formal relationship between myself and any 
other Head of Department in the school at 
the moment, except when they want things 
doing, which is not exactly a formal contact 
in terms of curriculum. It's just a working 
relationship. But, no, to be honest, there 
isn't."
(B1, 207-216)
The interpretation of what counts as curriculum may explain this apparent 
discrepency. A sample of what was discussed at these meetings is given
in the statement below:
"We have had a few discussions at Heads of 
Department meetings that have been quite useful.
Our option subjects and system we've had to go 
through very carefully because this is our new 
comprehensive, our first year, coming in. We've 
spent a lot of time working out subjects and 
making sure that children are able to opt for 
different subjects in different groups, so that 
they're not all science based or not all arts 
based."
(B4, 191-200)
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From this it is reasonably clear that it was the organisation of particular 
curriculum arrangements rather than the establishment curriculum priorities 
which was included amongst matters for discussion at these meetings.
This conclusion was confirmed when the same teachers replied to a 
question on whether what was taught or how it was taught was discussed:
"I suppose not to any great depth. It's something 
that we could do more of, really. I don't think 
we've got to the stage of linking our departments 
very closely to tell you the truth."
(B4, Interview 2, 370-373)
Although it appears, therefore,that there was relatively little formal 
inter-departmental curriculum discussion in the school, a number of 
informal contacts were mentioned. For example, a teacher from the 
Supplementary Education Department explained:
"I do have contact with the Head of the English 
Department, because we tend to move children up 
and down from the special help group, but apart 
from that there's really not a great deal 
(of contact with other HODs). The Head of 
Technical is the other one that I work fairly 
closely with because he started this year to 
run - because we've no man in the Department - 
he started to run a course for the boys for 
practical skills for them."
(B8, 290-297)
Members of the various Science Departments also confirmed the informal
nature of contacts across the curriculum and the fact that there were
"no set or planned meetings between two or three 
departments. Obviously within the science 
department there are meetings, but not outside 
the department, no. They tend to be informal.
You tend to approach someone and talk to them.
You make adjustments between yourselves then to 
match what goes on in the curriculum."
(B 5 , 1 6 6 -1 7 5 )
The necessity for and advantages of formal meetings in a small school 
were questioned, however, by one member of staff, who presented the
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"I don't know that it's necessary to have a formal 
meeting to discuss the curriculum, I find a lot 
more of what goes on in this school just in the 
staff room, talking to people. Where X came from it 
was very different. You had big formal meetings where 
most people were yes men and nodded simply because it 
took time and the easiest way was to agree. You'd 
agree and then you did your own thing. But here it's 
quite a nice sized school. Everyone sees everyone 
else two or three times a day and if you want to sit 
down and have a talk with the Social Studies Depart­
ment you can always get hold of (them)."
(B11, 176-186)
The difficulties teachers encountered in establishing contacts and 
initiating discussion even within departments were also mentioned.
Partly because of the historical development of the school and partly 
because some teachers felt hesitant at 'interfering' in one smother's 
affairs, they found barriers were difficult to break down. The teaching 
was carried out in isolation and the teachers rarely had the opportunity 
of watching one another in action. They had to rely on second-hand 
reports to establish and assess classroom practice:
"It's very difficult for me to go and find out what's 
happening - actually happening in the teaching line...
It's not always the easiest thing to say I'd like to 
come and watch your lesson or even to do it surrepti­
tiously to find out what's going on. All right, you 
can ask them where are you up to with your 2nd year - 
and they'll tell me. I've got to believe that. I've 
no way I can really check it. It's very difficult for 
me to check." (33, Interview 2, 108-113)
Feelings of reticence are also apparent in the following extract from a 
Head of Department:
"We talk a lot together, We're very friendly with 
each other, which I think is quite important. But, 
as far as each other's subject is concerned,we don't 
encroach too much on it. If there was anybody who I 
felt couldn't cope with the subject then, obviously,
I would step in and help. But, you see, in a sense 
it's a bit difficult because we were all at the same 
standard when we became comprehensive. We'd all been 
teaching for a good few years... We were all Scale 2, 
at the same level. If I'd had a lot of probationers 
coming in,I perhaps could have exerted my will more, 
but it's this balance between keeping a happy depart­
ment going or forcing people to do things against
following argument:
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their will, which I don't think works in the end."
(B4, Interview 2, 189-206)
For whatever reasons, therefore, it seemed that contact on the curriculum 
both across and within departments was difficult to achieve. Most 
contacts seemed to be informal and most seemed to occur when a specific 
problem needed to be solved or a task such as establishing an option 
system had to be undertaken. If this was a natural style for the teachers 
then it suggests that it might have been more prudent to begin a review 
of the school's curriculum by identifying problematic areas which, 
according to the teachers, deserved particular attention. This might have 
been a less threatening approach and one which produced less rhetorical 
justification of existing practices.
In order to confirm the extent of contact within and across departments 
teachers were asked to indicate, in the fixed response questionnaire, the 
ways in which they were involved in planning. The results are given in 
Table 4.26.
A significant number of people, almost a third of respondents, said that 
they were involved in discussions with members of other departments and 
a quarter said they are involved in discussions with the Heads of those 
departments. Relatively few staff appeared to work as specialists on 
their own.
What is also interesting is the high number who say they are involved in 
discussion with the Senior Management team - a pointer to the management 
style operating in the school.
The school's preference for an informal network or structure was confirmed 
later when members of staff were asked to comment on the absence of a 
formal avenue for whole-curriculum deliberation in the school. Three of
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Table 4.26 Mode of Involvement in Planning
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In discussion with some 
members of my Department 3 1 6 5 3 1 1 2 3 25
Working as a member of the 
team in discussions of the 
whole Department 2 3 3 5 3 1 2 3 2 24
In discussions with 
members of other 
Departments 3 1 2 1 1 1 3 12
In discussions with my own 
Head of Department 2 2 1 4 2 1 2 1 15
In discussions with Heads 
of other Departments 2 2 1 1 3 9
As a member of the Senior 
Management Team 2 1 2 5
In discussions with individual 
members of the Senior 
Management 3 1 2 1 1 1 1 1 1 12
As a specialist working 
largely on my own 1 1 2 1 1 6
Number of Respondents: 37 Multiple responses were accepted.
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them said:
"We don't want it to he too forced. We 
prefer informal contacts."
"I am happy with informal methods as they 
work here."
"People have an aversion to committees.
Sometimes the informal (way) is better."
(Review Transcripts)
From the evidence collected,therefore^one can only conclude that the 
organisers of any curriculum reappraisal programme must take into account 
the 'modus operand!' of the school and, if necessary, adapt their strategy 
to that of the school. Otherwise penetration and hence participation are 
likely to be limited. If members of the school prefer an informal 
arrangement of contacts on the curriculum they are not likely to accept 
or see the value of very formal or rigid procedures. On the other hand, 
if a school is organised along formal lines, then an informal approach 
may be inappropriate. The style of management in the school is therefore 
likely to be an important consideration. For this reason the management 
style of the case study school was explored in some detail. It is 
discussed in the following section.
4C.3 The Management Style of the School
Many authors have written about the styles of organisations and the 
strategies or patterns of leadership within them. Denys John (198o) has 
outlined some of the studies which are relevant to schools in his book 
'Leadership in Schools'. As John observes, writers about leadership and 
management frequently attempt to relate participation to management style 
or strategy. Because of the importance attached to this notion, and in
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spite of the problems inherent in establishing any direct relationship, 
the nature of the management style in the case study school was studied 
and analysed.
It was assumed in the first place that the leadership style of the Head 
was one of the strongest factors determining the overall pattern within 
the school. This matter was discussed both with the Head herself and
with several members of staff.
The Head spoke at some length on the way she saw herself affecting policy 
on the curriculum. The following extracts express her views:
"Clearly the biggest effect I have is in appointing 
staff because, clearly, when I'm appointing staff 
I'm looking for something and looking for people 
who will fit in. I involve Heads of Department very 
much at that stage, but of course I've chosen the 
Heads of Department as far as possible.
"I think I do have some effect. I don't think I can 
do it by directivesi I think I can only do it by 
establishing my credibility with the Heads of 
Department and the people in it so that they will 
listen to me and talk shop with me and decide 
between us. I think I'm doing that. They may feel 
I'm issuing directives. They probably do. But if 
they do, then I hope they feel that they can come to 
me if they felt unhappy about the directive. I 
really do feel that I am talking to Heads of Depart­
ment and thrashing it through with them."
(BO, 181-198)
"I have tried to show you that I do know that they 
will see things differently than I do. They will 
see my management techniques rather differently 
than the way I see them. I would see myself 
always as a facilitator, really. It's easier to 
be that in a time when there are a lot of resources, 
but my .iob basically is to create a climate where 
people will work hard and accept responsibility 
and take initiative and carry them through. I'm 
here to support them. I accept that if you give 
people that degree of autonony then they'll make 
mistakes, but I'm always more worried by people 
who won't take that kind of responsibility and who
want directives than X am about the ones who have 
to be held back occasionally."
(BO. 263-276)
Views expressed by the teachers tended to confirm the view that the Head 
was willing to talk things through with them, that it was possible to 
approach and be approached.
"I think it's one of her virtues as a Head, people ... 
it's the idea that she hasn't lost the common touch 
and people can talk. I think for a Head she has 
quite of lot of contact with her staff. I don't 
know that perhaps some of the younger members of 
staff see too much of her, but I've never been in a 
school where the Head does have a lot of contact 
with new teachers."
(u11, Interview 2, 295-303)
Some staff spoke,too, about the way the Deputy Head, acting as co-ordinator 
for the exercise, was also willing to talk things through with members 
of staff:
"Inservice is so important at the moment, and 
the Deputy Head in many ways is very good at that.
But I think perhaps he concentrates on the 
departments which are very receptive to his ideas.
He has quite an influence. He does ask people to 
go on courses, or he did. I think now things are 
much tighter. But he always ... he put the piece 
of paper in front of you and says, "What do you think?" 
He also spends quite a lot of his time ... he'll take 
you on one side and talk to you for an hour about 
what you're doing and why you're doing it. He's done 
that with me and I suspect he's done that with other 
Heads of Department and, indeed, other individual 
teachers, but there’s a limit, there's a time limit 
there."
(B11, Interview 2, 264-277)
Probably the most frequently voiced criticism of management policy came 
from areas of the school which had no representative on the Senior 
Management Teams, for example, the Science Department:
"The only thing that's come across to me is the fact 
that the senior staff in the school, none of them are 
Scientists and I think they naturally tend because of 
that,not to ignore Science, but to look on it with less 
interest perhaps then they would,say, English. It's only 
paying lip service to the fact that such and such a 
thing is important. It's another thing actually doing
something concrete about it because you can see 
a shortcoming. I think it does affect the timetable;
I think it affects the way Science is timetabled. I 
suspect that Science isn't always timetabled as 
efficiently as it might be. It's more regarded as 
people and labs .... and as long as they are filled ..."
(B6, 183-212)
One of the features which appeared to make it particularly difficult for 
teachers to be motivated to take part in cross-curriculum deliberations 
was the fact that many of them were not involved in the decision-making 
machinery which could affect policy and practice in this area. As one 
teacher observed:
"Probably, in my mind,I think,well,that doesn't concern 
me, the actual planning of the timetabled curriculum 
and all +he rest of it. I see myself and my own 
department and with my own members of staff working 
it out with a better knowledge of what other people 
are doing in their departments, perhaps not over­
lapping as much as linking up more, seeing it from 
the pupil's point of view as to what's being fired 
at them regularly every day of the week. That's 
where I think I would be most interested, I'm sure 
if I was Deputy Head planning the time-table and all 
the rest of it I'd be more interested in the other 
side."
(B1 3 , 388-4 1 0 )
For reasons of time, though, others said they felt that it would be 
impractical for all the staff to be involved in a process of collabor­
ative decision-making (see B2, 044-057). If true, this highlights the 
question of how far it is practical or possible to involve all staff 
in cross-curriculum deliberation. There was a suggestion at the 
beginning of the Autumn Term, 1980, that a representative Curriculum 
Committee should be formed in the school, but this never materialised, 
at least not during the time of the field work.
Opposition to participation in exercises such as this is a well recognised 
phenomenon (Jennings,1975; Bolam and Pratt, 1972). As Jennings observes 
there are many teachers in schools who do not wish to take, or share, 
responsibility. For this reason they prefer the security of a traditional
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heirarchical structure which does not require a high level pf participation. 
The Head had expressed her concern over some members of staff she felt 
were looking for more direction. Their attitude was confirmed to some 
extent by the responses given to one of the items in the section on the 
school organisation in the questionnaire.
In this item the staff were asked to indicate their preferences for
particular statements related to certain facets of organisations. These
statements reflected attributes of certain types of organisational ideology,
and were derived from a questionnaire devised by Handy (1976). No really
clear pattern emerged from the analysis of the overall responses but
comparison between the responses from senior staff and others revealed one
or two different perspectives. For example, a majority of the senior
staff preferred a Head who:
"was concerned and responsive to personal needs 
and values of staff, used authority to stimulate 
and provide opportunity for development."
while on average the staff preferred a Head who:
"was strong, decisive, fair, protective and 
generous to loyal teachers."
There was a difference also on a second point. The senior staff favoured 
control and influence by:
"Intensive interest and enjoyment in teaching 
and/or concern and caring for the needs of pupils."
while in general the staff favoured:
"Communication and discussion of teaching require­
ments, leading to action promoted by personal commitment."
There was a difference also on the basis on which classes and respon­
sibilities were assigned. Here most staff favoured:
"On the judgement of those in authority" 
whilst senior staff preferred:
"the expertise and experience of the teachers."
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It would seem,from these three items, that the Heads view,that some 
staff are looking for more of a positive lead than they put they are 
getting at present, is confirmed. If this is so, it carries implications 
for the curriculum review project. Those who in their normal professional 
occupations do not wish to take initiatives are hardly likely to do so 
in the project. It may be necessary to supply the lead and to offer 
more in the way of help than the senior staff and members of the LEA had 
so far anticipated.
When this matter was raised with those teachers who later reviewed the 
draft of the case study, a number of teachers were willing to confirm 
these conclusions. One HOD acknowledged the truth of the statement 
but with the following qualification:
"Maybe I look for a lead, but I try to feed in 
what I want too.'1
One senior teacher confirmed the premise with:
"People seem to like it when the Head is directive."
And another observed:
"Yes, people do look to senior colleagues}
Heads of Department have a lot of authority."
(Review Transcripts)
The Head also elaborated on the method by which decisions were made in 
the school and the way in which these were influenced:
"The Deputy Head consistantly throughout the year 
talks to the Heads of Department about their 
ideas for new courses or developments and 
alterations to the existing curriculum. He is 
also the link across departments. Direction 
concerning the curriculum 'filters' down from 
the 'top'. No official announcement is made 
but the necessary thoughts are transmitted and 
action takes place."
(Review Transcript)
From this it seems clear that the senior management depended on the 
informal structures within the school and that, although the senior members
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of staff all supported this approach, there were those amongst the rest 
of the staff who would have appreciated a more positive management style. 
Recognition of this problem does not mean it has a simple solution.
Some suggestions for tackling the problem have been made by Elizabeth 
Richardson (1973), based on the wort of Melanie Klein (1963). Taken to 
their logical conclusion they suggest that senior managers and those in 
positions of responsibility have to work positively with members of staff 
in an effort to recognise and acknowledge the feelings the staff may have 
both for and against participation and consultàtion. Only by working 
with staff in this way will it be possible for the teachers to feel they 
can chose freely whether or not to participate in the exercise and only 
then, if they do make the choice to undertake the effort involved, are 
they likely to be fully committed to the task of reappraisal.
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4C Summary
The following represent a summary of the observations made and the
opinions expressed by those involved in the project.
1. The factor considered by the teachers to be the most important in 
affecting both their choice of subject or course to teach and also 
the planning of their teaching was 'the abilities of the pupils'.
2. Many other factors which influenced their decisions on both the 
choice of subject or course and the planning of their teaching were 
subject specific.
3. By asking teachers to document their curriculum intentions as the 
first task of reappraisal, the project may have diverted attention 
both from the constraints which affect the capacity of teachers to 
realise those intentions and the implications of the school's existing 
whole-curriculum arrangements on the nature of the total learning 
experience of an individual pupil.
4. In the absence of a curriculum planning or co-ordinating committee 
there appeared to be no satisfactory formal avenue for whole- 
curriculum deliberation. Working relationships between departments 
in the school appeared to depend on a network of informal contacts.
5. Bven within departments, teachers appeared to feel reticent about 
observing and evaluating one anothers curriculum practices.
6. Senior members of staff in the school appeared to have considerable 
professional contact with other members of staff, mostly by informal 
means.
7. A majority of the staff appeared to look to their senior colleagues 
for initiatives on curriculum policy. They would appear to have 
preferred a more positive management style than that persued by the 
members of the Senior Management Team.
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Chapter V
Reflections and Recommendations.
The conclusions reached in this report were derived from a series of 
observations made during only a small part of a process of curriculum 
reappraisal. They are limited by the evidence available. The constraints 
on the observations were two-fold. Firstly the period spent gathering 
evidence was very short, being only six months of a six year programme to 
date. Secondly, the observations were made only in a small number of 
schools. Those schools were part of a more extended programme within the 
LEA and the LEA itself part of a wider national programme. Notwithstanding 
these constraints however, it has been possible to reach a number of 
conclusions and from them to generate some recommendations, firstly, for 
those who may be involved in the future in similar school-based projects 
and, secondly, for researchers who may have the task of commenting and 
making judgements on them.
The particular exercise of which this research gives some account was given 
the title of a Curriculum Reappraisal Project. What has been included 
under this umbrella is an attempt to produce a general framework for the 
analysis of a schools curriculum provision, plus some means for establishing 
the rationale and quality of the learning experience offered to pupils 
within the school. The ideas were introduced to the schools on the initiative 
of agencies external to the schools, i.e. by LEA advisers and by HMI, who 
then entered the school system to work with teachers and help them to tackle 
the task of reappraisal. The adoption of an intervention strategy of this 
nature can be readily understood and there are very good reasons why an 
LEA should become involved in such a process. The LEA has to accept 
responsibility for the work of its schools, a responsibility originally
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formalised by DES Circular 14/77 and reiterated in subsequent documents 
such as 'The School Curriculum' (DES, 1981) and DES Circular 6/81. Although 
the number of schools involved in the process of curriculum reappraisal in 
the early days was relatively small, the project spread gradually throughout 
the LEA. Originally it had been intended to extend the process to all the 
schools in the LEA over a ten year cycle, but the I98O Education Act and 
the DES Circular 6/81 have brought new imperatives, particularly the latter, 
which identified a two year time scale for curriculum discussions within 
each LEA. As a result, it is now expected that all schools within the LEA 
set out and justify their curriculum decisions. Although the U2A has the 
responsibility of formulating the main lines of policy which determine the 
curriculum (LEA, 1983), many decisions also have to be taken at school 
level. These decisions have to be sensitive to the demands of other 
significant groups such as parents, governors, employers and the pupils 
themselves.
To discharge their responsibilities schools require the help, support, 
expertise, knowledge, encouragement and the recognition of outsiders. In 
the early days of the curriculum reappraisal the schools * obligations may 
have been less explicit, but they were there nevertheless. If, however, 
'outsiders', i.e. the LI2A and HMI, wished to approach the schools on their 
own initiative rather than waiting to be asked by the schools to help them, 
the Curriculum Reappraisal Project provided them with a suitable vehicle.
In the opinion of the teachers it was the role then adopted by the LEA 
and HMI together with the style in which they chose to introduce the 
programme which were so important in determining attitudes towards it.
From the evidence of Chapter IV, section A, it is clear that the HMI and 
LEAS had a major task on their hands. The project was large, not only in
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terms of the numbers of people involved, but also in terms of the behavioural 
change expected of the participants. Many ideas introduced in the early 
days were new and difficult to grasp. Furthermore, the whole thing took 
off in such a hurry that there was no possibility of carrying out extensive 
pilot-runs or field tests before the schools started to complete their 
questionnaires. With this speed of implementation and the numbers of people 
involved there was little chance of engaging in effective discussion or 
dialogue on the purpose of and means for reappraisal between teachers, local 
advisers and HMI. Consequently no negotiations of boundaries could take 
place. The teachers inevitably saw the HMI and LEA as the instigators and 
expected them to take the lead. They were able to justify this assumption 
in two ways. Firstly, many said they felt that their position in the 
educational system required them to comply with the demands of the project 
just because it was introduced to them by those in a higher position in the 
system. Secondly, the time available to the teachers in the schools for 
curriculum deliberation was limited and they therefore expected to be 
provided with guidance by those who initiated the exercise, i.e. the LEA 
and HMI. The perceptions of the LEA and HMI were markedly different from 
those of the teachers, for they saw themselves in a non-directive, supportive 
role. These discrepant views really did seem to cause problems and were 
the subject of frequent comments from teachers in both Phase 1 and Phase 
2 of the exercise. The inability of the LEA advisory staff and HMI to 
establish their credibility and to become accepted in this role by the 
teachers seemed to lead to a lack of consensus on the value of the project, 
and must have been counter-productive. All of this indicates the need for 
the organisers of such projects to spend some time and effort, in the initial 
stages of a project, in exchanging ideas and resolving differences of this 
nature. The danger is, of course,that this kind of exchange is allowed to 
absorb too much time and effort. The teachers in the Phase 2 case study
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school were quick to point this out, particularly when this question was 
raised at follow-up discussions of the case study. The point they made, 
quite justifiably, was that they wanted to get on and tackle the job of 
reappraisal. They were prepared to make their judgements of both the process 
and the part the outsiders were to play in it in the light of their 
experience. Protracted dialogue and negotiation in the early stages might 
have been off-putting. What they wanted was sustained advice and help in 
maintaining their momentum and commitment. They wanted to be reminded, 
tactfully, as deadlines approached; they wanted recognition of their efforts; 
above all they wanted to maintain continuity. Constantly they were 
irritated when materials did not arrive on time, when papers did not reach 
them and when requests for information went unanswered by the LEA. The 
important point is that they were prepared to negotiate as they went along, 
a fact that appeared not to be acknowledged or acted on by the LEA.
It quickly became clear that the demands created by the Reappraisal Project 
were very considerable and to a large extent unanticipated, particularly 
in the initial stages. The infrastructure was not strong; time and resources 
were at a premium. In the end much of the work devolved onto a relatively 
small number of people in the LEA and the Inspectorate and problems were 
inevitable. For a start, many of the teachers wanted to know at the outset 
the aims and purposes of the exercise they had become involved in, the exact 
nature of the information they were required to provide, the use to which 
it was to be put and the alternative strategies, if any, which were being 
offered to them. Together with these considerations, they also wanted the 
answers to practical questions, to know what the cost of the enquiry would 
be to them in terms of time, effort, and resources and the effect it was 
likely to have on their day to day work. Some of these questions were 
impossible to answer. No-one had experience of tackling such an exercise
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rbefore and the answers simply were not known at that stage, nor was there 
time to engage on protracted discussion of them. The lack of answers 
further damaged the credibility of the organisers and little consensus on 
the inherent value of the project was therefore reached.
It would seem that clarity and credibility are crucial in generating a 
sense of commitment and in the establishment of consensus both on the aims 
of curriculum reappraisal and also on the means by which it is to be carried 
out. It takes time, however, to establish understanding and agreement and 
the path is not easy. The formation of good relationships and the 
development of trust and confidence ultimately comes only through working 
together for many hours. There is evidence in this study that such 
relationships were indeed formed, but they were the exception rather than 
the rule. The inevitable conclusion is that, if an LEA wishes to promote 
a reappraisal programme of this magnitude in this way, then it haB to 
acknowledge and allow for the demands this will make on its advisory service. 
In times of financial stringency it simply may not be possible to make the 
kind of commitment required. Advisers already have a large administrative 
workload. To add to that may not be reasonable. Such consideratiors also 
apply to the commitment of HMI. Although some time was alloted to them to 
work on the process of reappraisal, they still had to undertake the task 
in addition to their normal duties. These duties sometimes took them to 
other parts of the country or to other activities and made it impossible 
for many of them to maintain a continuous contact with the process of 
reappraisal. The task for them was marginal, not central to their sphere 
of activity. It is interesting to observe however that,while for the 
teachers support from outside the school was of crucial importance, 
extensive material resources did not seem to be so vital. If help was 
sought, it was generally people rather than texts which were approached.
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There were minor complaints about the number of textc available and their 
readability but when the question of resources wan rained it was the lack 
• >f time which war; most often mentioned. Jt was not actually the amount of 
time which was the problem, rather it was the difficulty of finding 
suitable periods or blocks, of time during the day. It was difficult to 
arrange meetings because some staff were teaching whon others were not ana 
meetings. after school were frequently too short to allow for extended, in 
depth, discussion. The particular value of tho In-Houso Conferences was t 
extended nature of the debate which could take place when the staff wan 
able to meet without bavin" children in the school. The number of such 
days, which it war: possible to arrange via;., of course, very limited and 
totally inadequate for tho major part of the task of reappraisal. The 
alternative was to timetable meetings and then to brief the "roups involve 
carefully on the tasks they were to undertake. Regrettably few schools- we 
willing to accord the project that kind of priority for long. ..hen such 
meetings, •. could be arranged, they greatly increased the level of particisat 
throughout tho school. Attendance at meetings, however, must not be c.-nfu 
with acceptance of an active role wi thin the reappraisal. Nevertheless., 
it was very noticeable that in the l'hase 2 case study school, where the in 
meetings- were timetabled, nearly three-quarters of the staff reported havi 
been involved in the drafting of departmental submissions, as compared wit 
just over a quarter in Fhase 1 schools,.
As with the innovators or externals, to the school, the crucial question 
for the leader:- in the school is whether or not they can establish an 
appropriate and effective atmosphere in which the reappraisal process car: 
take place. What is required is commitment, motivation and consensus >; 
the positive value of tho undertaking and an atmosphere of openness, of 
trust, of willingness to try now ideas, In short, the people involved ir.
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the project should he involved in the planning of it. Their norms, 
assumptions and values can then he taken into account and a style of 
leadership established which incorporates participative decision—making.
If this is the formal pattern then the school will he drawing on not only 
the acknowledged expertise, as the case study school did, of members of 
the staff room, hut it will also he according them the right to he involved 
in the making of decisions on the curriculum. In order for them to he able 
to participate in that way the staff will have to he represented on some 
sort of committee drawing its members from all groups within the school.
As a working committee it would have to meet regularly and frequently and 
would have to have the authority to make and implement curriculum decisions. 
Otherwise it would have no status. The Head and Deputies would therefore 
have either to he members of this committee or agree to delegate authority 
to it and accept its decisions. Only by this means would it seem possible 
to implement the results of whole-school reappraisal. Furthermore, the 
permanent existence of such a committee should enhance rather than impair 
the existing levels of competence and effectiveness of the school, for which 
the continual evaluation and renewal of the curriculum has been acknowledged 
as crucial by all participants. The only alternative is for the reeponsibilit; 
for this to devolve onto one or two key people. If, however, a curriculum, 
committee is formed with the necessary authority, it will be faced with the 
task of making the choice between decision alternatives. The committee 
should be able to make its choice freely, without prejudice or bias, to 
achieve the goals and satisfy the needs of all the members of the school 
community. To do so,it will require information which must be not only 
useful, in that it accurately describes the factors and their relationships 
that define the choices available, but also valid, in that it can be 
corroborated by a number of independant sources. The question of what kind 
of information needs to be generated in a programme of curriculum
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reappraisal 'becomes then extremely important.
The approach to curriculum reappraisal studied here is largely concerned 
with the analysis of the aims and objectives of the various school subject 
departments. There can be no doubt that the majority of teachers in both 
phases of the reappraisal felt this to be a valuable exercise and were able 
to identify a number of tangible benefits which it brought them. Here it 
was interesting to observe the change in emphasis from Phase 1 to Phase 2. 
For many teachers in Phase 1 the whole approach was novel and,therefore, 
many felt it helped them in understanding their own subject, whereas in 
Phase 2 many of the ideas were familiar, having been introduced into the 
school some eighteen months before the staff ever became involved in the 
reappraisal project. There was therefore much less emphasis on the 
appreciation of the contribution of the reappraisal to the understanding 
of the teachers' own subjects. In both phases, though, it was clear that 
the process of reappraisal had stimulated discussions and promoted 
collaboration and cohesion within departments.
There was value, too, to be gained from the meetings with other schools.
These revealed alternative approaches and methods and were for many of the 
teachers informative and enlightening experiences.
Within the schools the evidence points also to the impact and value obtained 
from contacts across the departmental boundaries. Few interdepartmental 
meetings as such were reported to have taken place during the research at 
NWHMC, other than those held during the In-House conferences, but comments 
on these were most favourable. Clearly there was much to be gained from 
bringing departments into closer contact one with another. Only when 
teachers appreciated and understood the learning experiences offered
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throughout a school, were they able to assess the total impact of the 
curriculum on the individual pupil.
Interestingly enough,it became apparent during the research that the 
articulation of a department’s aims and objectives could serve another 
unintended purpose. For departments of traditionally low status the 
project provided a means of justifying their place in the curriculum for 
the contribution they made. They could put forward their own case. It 
enabled them to promote their department; it was a propaganda vehicle.
This may have been a good thing in one way, but there was a danger that 
the departments would then use the reappraisal to increase their status 
and aspire to an increased share of a school's budget allocation. The 
statements of intent become in this way ends in themselves rather than the 
means of curriculum renewal.
The fundamental difficulty faced by the teachers, however, was how to use 
these statements of aims and objectives to enable them to assess the 
learning experiences of the pupils. In the first place,the statements of 
aims and objectives were value-laden. To achieve agreement on them, the 
objectives were sometimes given in such a generalised form that they lacked 
planning potential. On the other hand,they were sometimes taken to the 
opposite extreme and were made so detailed that in practice they could 
not be categorised as required, for every learning activity was found to 
involve an extensive range of objectives. It was also argued that at a 
conceptual level such objectives were much too closely inter-related to be 
capable of being developed into any detailed hierarchical taxonomy. The 
real thrust of the argument was that the relationships between the many 
things the teachers were trying to achieve were far more complicated than a 
simple objectives model supposes. Only in a few cases could the objectives
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be classed as behavioural. Indeed, many were too varied and sophisticated 
to be reduced to any of the categories outlined by the LEA.
One weakness of the objectives approach was that it had no clear 
epistemological base; it took no account of the different forms of 
knowledge nor the relation between intellectual abilities. Furthermore, 
it offered no means of assigning priorities or for making choices over 
which objectives should be pursued.
The continuous interaction of all the elements involved in curriculum 
planning would seem to call for a model that allows objectives to be 
modified in the light of experience, i.e. it is one that can cope with 
both intended and unintended outcomes. Education is,in many ways, an open- 
ended activity, subject to constant modification and reassessment. An 
approach based on careful and detailed prescription of objectives adopts 
in contrast a means/ends view and takes an instrumental view of education 
as the means of attaining certain goals. It is in danger of becoming 
inflexible and doctrinaire. If the curriculum is viewed in terms of 
processes, rather than in terms of content or behavioural outcomes, it has 
to be planned in the light of those processes rather than the subject 
content it is supposed to contain or the behavioural outcomes it is 
designed to achieve. Aims and processes, or activities, cannot then be 
separated from the formulation of objectives.
Much of this argument is reinforced by the evidence in this report for the 
teachers rarely if ever stated that the information generated in their 
curriculum statements guided them on what to do, even though the 
prespecifications of objectives was accepted by nearly all of them as a 
prerequisite for curriculum planning.
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Where then should a reappraisal process start? Sometimes it may be sparked 
off by a problem or an issue identified at a staff meeting. How should 
these problems be tackled? Certainly general statements of aims are needed 
otherwise there will be nothing against which to judge the success or 
otherwise of the school's activities. At the same time, it must be accepted 
that these are subjective and therefore difficult, if not impossible,to 
validate. To set against these aims there is the teaching activity, an 
observable, recordable, reality, which can be assessed in the light of the 
set of articulated aims. The observation, analysis and evaluation of the 
teaching and learning activity then goes hand in hand with the assessment 
and continual readjustment of aims and shorter term objectives. Naturally, 
there are parts of a schools curriculum to which this argument is not 
applicable. The teaching of a practical, manipulative skill is but one 
example of a part for which the prespecification of detailed objectives 
is entirely appropriate. There are of course other areas, too,within the 
curriculum which are more or less amenable to the objectives approach.
The dividing line appears not to be sharp, but it was very noticeable 
that the teachers of the more academic disciples which could be related to 
a definite body of knowledge were amongst those who had fewest problems 
in analysing their objectives in the manner specified by the LEA.
Teachers of subjects such as English, Art and Remedial Education,on the 
other hand,often found the analysis difficult, if not impossible,to complete. 
Whether that difference was attributable to inherent differences between 
the subjects themselves pr t> differences in the ideas the subject teachers 
used to think and express their views, is not unfortunately one that is
easy to answer.
Last, but not least,in this chapter I wish to consider the effect of choosing
a research strategy which adopted several different stances during the
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investigation. As I explained earlier the particular choice of approach 
depended on the nature of the question I hoped to answer. I would argue 
for example for the need to take into account the historical background 
and situation of any social phenomena I wished to investigate and explain.
The fact that history is a social construction, that it contains categories 
and links to activities and interests which are also socially defined,does 
not make this description easy. In the original surveys of the teachers ' 
opinions in Phase 1 of the reappraisal, the approach was purposely kept as 
open as possible. In this way the assumptions and values of the teachers 
were in many instances able to be aired and discussed. Sometimes this 
changed entirely the interpretations of statements which might otherwise 
have appeared to have been quite different. Eventually, from these interviews, 
a set of categories was built up and the teachers' responses coded. The 
statistical analysis of these then enabled various hypotheses to be tested. 
Amongst those incidentally was the hypothesis that the results depended on 
which researcher had conducted the interview and coded the responses.'
It was not altogether surprising that several categories of response 
confirmed this hypothesis! The results therefore need to be treated 
with great caution and are a warning to those who try to use such survey 
techniques. Of course,there were classes of information which were quite 
independant of the researcher - i.e. attendance at meetings, etc., It was 
the inferred information which was less reliable - e.g. responses to 
questions on the priority given to the work of the Reappraisal Project, 
the frequency with which the teachers mentioned particular benefits ascribed 
to their participation in it,etc..
The use of a case study represented a second approach to the collection of 
evidence. I felt it was necessary to understand the case study school, 
its norms, assumptions, values and the kind of organisation it was. As 
nearly as possible I became a member of that school. Sometimes I took
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classes for teachers, sometimes I discussed personal problems, either 
theirs or mine. I officiated on the score board on sports day, took part 
in C raft F airs and asked for advice from the teachers on the construction 
of my questionnaires. Obviously it was not possible to be completely 
assimilated, but I do believe I came to know that school well. I also 
tried to share and discuss the various categories of information I wished 
to investigate before I tried to explore their relationships. When I 
attempted to locate the 'unofficial1 leaders in the staff room, for example,
I used tape recorded interviews in which I discussed what it meant to 
them to accept the role of Head of Department or Head of Faculty and to 
which aspect of their work they accorded the highest priority. The 
ensuing conversations were remarkably enlightening and alerted me to other 
factors which might be important, such as the management style of the school.
Many of the teachers in the school were invited to comment on and amend the 
questionnaire I used towards the end of the case study. In spite of 
adopting their suggestions, the questionnaire itself invoked a very hostile 
response. Perhaps, as one Deputy Head said, it was because it was too near 
Christmas and the end of a long hard term, but I felt that there was more 
to it than that. It was true that it took a long time to answer if each 
question was considered seriously, but I feel, though I have only fragile 
evidence for it, that it was the very notion of using a fixed response 
questionnaire to seek personal views which they found offensive. I was 
certainly warned, at the review of the case studjj not to put too much 
credence on the responses and several conclusions developed from it were 
later challenged, as reported in the evidence in Chapter IV. The responses 
nevertheless revealed a number of relationships which have been explored in 
this text. For each of these relationships, confirmation was however 
sought from other sources, notably the opinions offered during the series
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of interviews conducted in the school. Only when and if the information 
from the various sources corroborated a relationship was it considered 
plausible. Thus some of the empirical and rational procedures of 
science were used alongside the interpretive approach and I believe that 
this juxtaposition has led me to a more accurate description of the 
arrangements and processes which I came into contact with in the school.
Managing the processes of curriculum change in a rapidly changing society 
is a task which will engage all schools in the near future. I hope I have 
shown that they will profit if they can develop an organisational style 
which incorporates participative decision-making, leadership based on 
acknowledged expertise and a means of communication which allows the free 
flow of information throughout the organisation. Only then will they be 
able to ensure continued commitment to the task of reviewing, evaluating 
and revising the learning experiences of their pupils in the light of the 
very great demands to be made of them.
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Postscript -  October 198*4-
The work of the area LEA Curriculum Reappraisal Group reached its fourth 
Phase in October 1983 and some changes have taken place.
Instead of grouping together schools from the different districts of the 
LEA,the schools in Phase ^ are all from the same district, presumably so 
that they might find the logistics of meeting less of a problem. The 
programme in Phase 4 began by consideration and discussion of the lKey 
Components of Society' for the Years 1985 to 1995 and moved from them to 
consideration of whole school aims and objectives. Each school worked 
independantly, but they came together on an In-House conference day on 
March 16th, I98L, for which each of the participating schools arranged 
speakers and discussion groups. Teachers from the various schools divided 
up on that day so that each school acted as host to approximately equal 
numbers of staff from each of the participating schools. The speakers 
were drawn from industry, educational administration, teachers training 
colleges, etc. This day could not be described as an unqualified success 
and many of the staff involved were critical of the content of the 
speeches and lack of organisation of the discussion groups. There were 
no HKI present and hardly any LEA advisers.
Progress since then has been curtailed,mainly because of the action of the 
teachers' unions in withdrawing goodwill in the Summer Term, 198^. No 
other meetings have as yet been organised to draw the schools together.
The school in which I now work as Head of Physics is one of the schools in 
this phase of the exercise. There, four cross-curriculum working Groups 
were formed in October, 1983. These met twice a term after school until
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the disruption in the Summer of 198 .^ They have now started meeting again. 
Each group has a convenor, who chairs the meeting and brings to it 
information from and tasks set by the Senior Management of the school.
The minutes of all meetings are made available to all staff.
The structure of the meetings and,indeed, the whole process is generated 
largely from within the school. The LEA advisers have taken very little 
part in this and have certainly not visited the school to work with any 
of the teachers or discussion groups. The style of the exercise is now 
very much one which depends on the individual members of the participating 
schools to take it forward. It can no longer be seen as a joint exercise 
in which the schools work with LEA advisers and HMI. Thus the whole 
pattern has changed and it will be interesting to observe the outcome 
when the school completes its phase of participation in July 1985.
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APP3ÍDIX XI
X I .  D e t a i l s  o f  1'rocoduror, Adopted f o r  C a t e g o r i s i n g .  Coding and 
A nalysing  t h e  R nr; no nr, or. t o  I n te r v ie w s  and Q u e s t io n n a i r e s .
X I .  T Tnt.orvi ews w ith  s t a f f  o f  Phase I  s c h o o l s . ,
The in te r v ie w  s c h e d u le s  used i n  th e s e  in t e r v i e w s  were o f  th e  s e n i —s t r u c t u r e d  
ty p e  and not t h e r e f o r e  aimed a t  p ro cu r in g  c lo n e d  a n sw e rs .  Indeed t h i s  
p ro ced u re  was ch o se n  d e l i b e r a t e l y  by t h e  r e s e a r c h  team in  the  hope t h a t  
t h e  in te r v ie w s  would r e v e a l  f a c t o r s  and i n f l u e n c e s  o f  which n e i t h e r  
i n t e r v i e w e r  might be aware. ’With such a  l a r g e  number o f  in t e r v i e w s  on t a p e ,  
however, i t  war. im p o r ta n t  t o  a s s e s s  how widespread t h e  views o f  t h e  v a r io u s  
p a r t i c i p a n t s  w ere .  I n  o r d e r  t o  do t h i s  a  survey  te c h n iq u e  was ad opted , 
a l th o u g h ,  t o  a s s i s t  th e  c o l l e c t i o n  o f  background m a t e r i a l ,  b io g r a p h ic a l  
d e t a i l s  were c o l l e c t e d  from each  p a r t i c i p a n t  on a anonymous f i x e d - r e s p o n s e  
q u e s t i o n n a i r e  b e f o r e  o r  a f t e r  each in t e r v i e w ,  a number o f  docum ents, 
i n c lu d in g  th e  HMI 1 1 - 1 6  Working l 'apern (The Red Hook) and th e  LSA 
Curriculum  Document (The White Rook) p lu s  c o p ie s  o f  th e  Proform ae th e  
t e a c h e r s  had been asked  t o  com p le te  d u r in g  t h e  p r o c e s s  o f  r e a p p r a i s a lf 
were ta k e n  t o  e a c h  i n te r v ie w  to  e n a b le  th e  v a r io u s  documents t o  be r e a d i l y  
i d e n t i f i e d .
I n  s p i t e  o f  c o n s t r u c t i n g  th e  in te rv ie w  s ch e d u le  j o i n t l y  w ith  c o n s i d e r a b l e  
c a r e ,  i t  soon became a p p a ren t  from th e  re co rd e d  in t e r v i e w s  t h a t  n e i t h e r  
r e s e a r c h e r  had s t u c k  r i g i d l y  t o  i t s  .g u id e l in e s .  As t o p i c s  o f  i n t e r e s t  
s u r fa c e d  d u r in g  t h e  i n te r v ie w s  t h e i r  p u r s u i t  o f t e n  to o k  th e  d i s c u s s i o n  f a r  
from i t s  in te n d e d  r o u t e .  N o tw ith s ta n d in g  t h i s  v a r i a t i o n ,  a  l i s t  o f  
p o s s i b l e  c a t e g o r i e s  o f  re s p o n s e  was drawn up. To do t h i s  tw enty  t a p e s ,  
r e p r e s e n t i n g  a wide v a r i a t i o n  o f  in te r v i e w e e ,  were u s e d .  A ll  t h e  re s p o n s e s  
were f i r s t  l i s t e d  s e p a r a t e l y .  They wore th e n  g a th e re d  t o g e t h e r  i n t o  
c a t e g o r i e s  .and a t a b l e  drawn up o f  the  froqu oncy  o f  resp o n se  f o r  each
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q u e s t io n  asked w i t h i n  t h e s e  c a t e g o r i e s .  Where th e  number o f  r e s p o n s e s  was 
was v e ry  few some re s p o n s e s  were th e n  c o l l a p s e d ,  i . e .  grouped t o g e t h e r .
I t  soon became c l e a r  t h a t  th e  in te r v ie w  q u e s t io n s  d id  not p ro v id e  th e  most 
s u i t a b l e  means f o r  grouping th e  r e s p o n s e s .  F or  exam p le ,  i n t e r v i e w e e s  had 
been  a s k e d ,  s e p a r a t e l y ,  f o r  t h e i r  o p in io n s  on th e  g a i n s  t h e i r  s c h o o l  had 
e x p e r ie n c e d  th rou g h  p a r t i c i p a t i o n  i n  t h e  cu rr icu lu m  r e v ie w ,  t h e i r  d e p a r t ­
m enta l  g a in s  and t h e i r  p e r s o n a l  g a i n s .  A l l  t h e s e  were e v e n t u a l l y  subsumed 
under t h e  h e e d in g  ' B e n e f i t s ' .  Once th e  c a t e g o r i e s  o f  re sp o n se  had been 
d ec id ed  on , a  t a b l e  o f  coded re s p o n s e s  was prepared f o r  each  c a t e g o r y .
U sing  t h e s e  co d in g  t a b l e s  each  r e s e a r c h e r  th e n  coded t h e  in te r v ie w s  he/she 
had conducted  and, a t  th e  s-me t im e ,  n oted  down th o s e  comments which 
i l l u m i n a t e d  o r  d id  n o t  q u i t e  f i t  i n t o  t h e  coded c a t e g o r i e s .  I  t h e n  coded, 
in d é p e n d a n tl y ,  s . ix  t r a n s c r i b e d  ta p e s  o f  in te r v ie w s  conducted  by t h e  o t h e r  
r e s e a r c h e r .  Some o f  my co d in g s  d id  not a g r e e  e x a c t l y  with h i s  and we sp e n t  
a day t o g e t h e r  d i s c u s s i n g  and a n a l y s i n g  t h e  d i f f e r e n c e s .  I t  soon became 
a p p a re n t  t h a t  some o f  th e  d i f f e r e n c e s ,  were due t o  v e r y  f i n e  d i f f e r e n c e s  
o r  s l i g h t  a m b i g u i t i e s  in  t h e  cod ing  o f  c e r t a i n  c a t e g o r i e s .  T h e se  were 
t h e r e f o r e  a l t e r e d  u n t i l  b o th  r e s e a r c h e r s  were a b le  t o  a g re e  on t h e  co d in g  
o f  t h e s e  s i x  t a p e s .  I  th en  a l t e r e d  t h e  co d in g  o f  a l l  th e  o t h e r  i n t e r v i e w s  
t o  t a k e  a cco u n t  o f  t h e s e  ch an g es .  The coded r e s p o n s e s  were th e n  a n a ly se d  
u s in g  t h e  SPSS Computer programe. The r e s u l t s  a r e  r e p o r te d  i n  t h e  main 
body o f  t h i n  t h e s i s .  In  th e  f i n a l  . a n a l y s i s ,  cros.sbreaks, o f  v a r io u s  
r e s p o n s e s  a g a i n s t  r e s e a r c h e r  were used t o  a s s e s s  t h e  d i f f e r e n c e s  i n  ou r 
p a t t e r n s  o f  c o d in g .  Only i n  a  few i n s t a n c e s ,  n o t a b l y  i n  th o s e  i tem s  
r e l a t i n g  t o  l e v e l  o f  involvem ent i n  c o m p le t in g  some o f  th e  proform ae and 
th e  v a lu e  a t t r i b u t e d  t o  them, were t h e r e  found t o  be s i g n i f i c a n t  d i f f e r e n c e s .  
T h e s e ,  how ever, were a l c o  found t o  be s t r o n g l y  r e l a t e d  t o  th e  s c h o o l s  
a t  which th e  i n t e r v i e w e r  workud and t h e r e f o r e  th e  v a r i a t i o n  cou ld  be se e n  
ar. a  r e f l e c t i o n  o f  th e  s c h o o ls  each r o s c u r c h e r  had been  to ,  r a t h e r  th a n  
which r e s e a r c h e r  had coded th e  d a t a .  I n  any c a s e  s i n c e  t h i s  d a ta  w?s not
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bein '?  used t o  c o n f irm  any p a r t i c u l a r  h y p o th e s i s ,  but was m erely  b e in g  used 
t o  a l e r t  t h e  r e s e a r c h e r : ;  t o  f a c t o r s  which i t  might be v a l u a b l e  t o  s tu d y  in  
d e t a i l  d u r in g  t h e i r  c a s e  s t u d i e s ,  i t  was assumed, a t  t h i s  s t a g e ,  t h a t  t h e  
e v id e n c e  was s u f f i c i e n t l y  r e l i a b l e  t o  s e r v o  i t s  purpose.
X I . 2 In te r v ie w : ,  w ith  HKI, Lb:A a d v i s e r s  and a d m i n i s t r a t o r : ,  and s t a f f  i n  
t h e  Caro Litody ■ c h o o l .
Hone o f  t h e s e  in te r v ie w s  was s u b je c t e d  t o  s t a t i s t i c a l  a n a l y s i s .  A l l  were 
used an s o u r c e s  o f  in fo r m a t io n  on s p e c i f i c  m a tte rs  and q u o t a t io n s  from 
them wore used e x t e n s i v e l y  i n  C h a p te rs  I I I  and IV o f  t h e  T h e s i s .  They 
were supplem ented  w ith  q u o t a t io n s  from th e  phase  1 t e a c h e r s .  Notes were 
ta k e n  d u r in g  t h e  i n te r v i e w s  with HMI, b ut a l l  o t h e r  i n te r v i e w s  were 
re c o rd e d  on t a p e .  A l l  th e  ta p e s  o f  in t e r v i e w s  w ith  LiiA a d v i s e r s  and 
a d m i n i s t r a t o r s  were t r a n s c r i b e d ,  an were t h e  m a jo r i t y  o f  th e  tw enty-tw o 
i n t e r v i e w s  from th e  c a r e  ntudy s c h o o l .  Twenty f o u r  o f  t h e  s ix t y - o n e  
i n t e r v i e w s  I  cond u cted  w ith  Phase 1 t e a c h e r s  were a l s o  t r a n s c r i b e d ,  e i t h e r  
w holly  o r  i n  p e r t .
A: i s s u e s  began t o  s u r f a c e  and f a c t o r s  appeared t o  me t o  be s i g n i f i c a n t ,  
q u o t a t i o n s  which re ftr red  t o  t h e s e  were c o l l e c t e d  t o g e t h e r .  Comments on a 
p a r t i c u l a r  i s s u e  co u ld  th e n  be compared and c o n t r a s t e d .  When views o r  
o p in io n s  were v e r i f i e d  v e r b a l l y  by s e v e r a l  p a r t i c i p a n t s  t h i s  wan ta k e n  an 
e v id e n c e  which co u ld  j u s t i f i a b l y  be c o n s id e re d  t o  be r e l i a b l e .  T h is  
however wan n o t  t h e  on ly  means by which i t  wan v e r i f i e d ,  f o r  i t  was a l s o  
p o s s i b l e  t o  compare and c o n t r a s t  th e  e v id e n c e  i n  th e  two c a s e  s t u d i e s  o f  
th e  p r o j e c t  u n d e rta k e n  d u r in g  th e  r e s e a r c h  p r o je c t  a t  NWOiC. Although 
v ery  d i f f e r e n t  i n  s t y l o  and f o c u s ,  th e y  d id  e n a b le  much o f  th e  m a t e r i a l  t o  
be f u r t h e r  c o r r o b o r a t e d .  In  a d d i t i o n ,  my o r i g i n a l  cane  s tu d y  wan ta k e n  
back t o  th e  c a s e  s tu d y  s c h o o l  f o r  comment from th e  t e a c h e r s .  T h e i r  c o m e n
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a r e  in c lu d e d ,  where r e l e v a n t ,  i n  th e  main body o f  t h e  t e x t ,  and th e  e x t e n t  
t o  which t h e y  v e r i f i e d  o r  c o n t e r t e d  th e  o r i g i n a l  c o n c l u s i o n s  has been made 
c l e a r .
X I . 3  The F ix e d  Hosponr-e Q u e s t io n n a i r e  -  Case S tu d y  £ c h o o l .
.¿hen a l l  t h e  q u e s t i o n n a i r e s  had been c o l l e c t e d  i t  was found t h a t  37 out o f  
th e  s t a f f  o f  5r'i  i n c lu d in g  t h e  Head, had com pleted  answ ers t o  some o r  a l l  
o f  th e  q u e s t i o n s .  T h ere  were th e n  a n a ly se d  m anu ally ,  and many c r o s s b r e a k s  
were s u b je c t e d  t o  th e  a p p r o p r i a t e  s t a t i s t i c a l  a n a l y s i s .  Only where th e  
c o r r e l a t i o n s  appeared t o  bo o f  p a r t i c u l a r  i n t e r e s t  and t o  be h ig h ly  s i g n i f i c a n  
were th e  r e s u l t s  o f  t h e s e  a n a l y s e s  p re s e n te d  i n  t h e  t e x t .  '«'here t h i s  and 
o t h e r  i n f o r m a t i o n  has boon p r e s e n t e d ,  t h e  raw f r e q u e n c i e s  a r e  always re p o r te d  
so t h a t  th e  r e a d e r  can  a s s e s s  h i m s e l f  th e  l e v e l  o f  s i g n i f i c a n c e  o f  th e  
r e s p o n s e s  and o b t a i n  more r e a d i l y  a  p i c t u r e  o f  th e  p a t t e r n  o f  re s p o n s e  
a c r o s s  th e  s t a f f ,  s t a t i s t i c a l  methods o f  a n a l y s i s ,  even i f  a p p e a r in g  h i g h ly  
s i g n i f i c a n t ,  must be t r e a t e d  w ith  p a r t i c u l a r  c a u t i o n  i n  t h i s  i n s t a n c e ,  not 
on ly  b e c a u se  t h e  sample i s  s o  very  s m a l l ,  but a l s o  b eca u se  t h e  re s p o n s e s  
a r e  un do ub tedly  s t r o n g l y  r e l a t e d  t o  c o n t e x t .  No f a c t o r  a n a l y s i s  was p o s s i b l e  
on th e  raw d a t a  b ecau se  o f  th e  s m a l l  sample s i z e ,  so  t h e  r e l a t i v e  im portance  
o f  v a r io u s  f a c t o r s  could not be a s s e s s e d .
In  th e  main, e v id e n c e  from t h e  q u e s t io n n a i r e  has  t h e r e f o r e  o n ly  been re p o r te d  
when i t  has been  v e r i f i e d  by comments from o t h e r  s o u r c e s .  I t  has r e a l l y  
on ly  been used  t o  co n f irm  some o f  th e  t e n t a t i v e  h y p o th e se s  about which 
f a c t o r s  might bo im p ortant and which i t  had oeemed r e a s o n a b l e  t o  i n v e s t i g a t e  
on t h e  basis, o f  e v id e n ce  from P hase  1 .  The e v id e n ce  from t h e  f i x e d  resp o n se  
q u e s t i o n n a i r e  has  n e v e r  been used on i t s  own, b ut on ly  i n  c o n ju n c t io n  w ith  
o t h e r  e v id e n c e  from o t h e r  s o u r c e s .
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X 2 . F.i'f'tiu'y.i Attended During l.hc ;i(.‘rJo a rch  P r o j e c t  a t  HWiJ'.C
1 .  The B la ck p o o l  C o n fe re n ce
1 1 -1 6  C u rricu lum  P r o j e c t ; 2 6 -  2 9  M arch, 1 9 7 9 .
P r e s e n t :  UO Heart» o f  P a r t i c i p a t i n g  S c h o o ls  from f i v e  LEAs;
2d- A d v isers  and A d m in is t r a to r s  from f i v e  LEAs;
2 0  HMI; 3 Members o f  t h e  S c h o o l s '  C o u n c i l ;  
R e s e a r c h e r s  from NWEMC.
2 .  1 1 -1 6  C u rricu lum  (LEA CRAC)
C o n feren ce  a t  a r e a  DIOS o f f i c e ,  9 - 1 0  May, 1979- 
P r e s e n t ;  3 HMI; 5 LEA A d v i s e r ' ;  2 LEA A d m in is t r a t iv e  s t a f f .
3 . 1 1 -1 6  C u rricu lu m  (LEA CRAM)
C o nference  a t  LEA T e a c h e r s '  C e n t r e ,  13  - I d  Ju n e ,  1 9 7 9 .  
P r e s e n t :  2 HMI; LEA A d v is e r . ;  2  L.-0A A d m in is t r a t iv e  s t a f f ;
Heads o f  th e  Seven  P h a se  1 S c h o o l s ;  D i r e c t o r  and 
R e s e a r c h e r s  from NWiUlC.
d .  I, .A Curriculum  R e a p p r a is a l  Croup
C t e e r i n r  Committee X o o t i n : , 2 r> S e p te m b e r ,  1979«
P r e s e n t ;  3 HKI; 3 LEA A rtvisors ,  2 LEA A d m in is t r a t iv e  s t a f f ;
Hearts o f  th e  S e v e n  P hase  1 S c h o o l s ;  D i r e c t o r  and 
R e s e a r c h e r s  from NMIUC.
5. M eetings Convened t o  In tr o d u c e  th e  Curriculum  R e a p p ra is a l  
iT > .;uct  to  Phase 2 School;
a )  At s c h o o l  1 . 7  November, 1979-
P r e s e n t ;  Head; Deputy Head; S e n i o r  LEA A d v iser .
b )  At S c h o o l  2 . 0  November, 1979-
P r e s e n t :  Heart; 3 Deputy Heads; S e n i o r  LEA A d v iser .
c j At. Cchool ) , 9 November, 1 979-
• r e s e n t ;  Heart; 3 Doputy Heads; o e n i o r  LEA Advisor .
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d )  At S c h o o l  b ,  26  F e b ru a ry ,  1980 .
(T h e  e t h e r  s c h o o l  which h o s te d  a  c a s e  s tud y by a  member 
o f  t h e  NW6HC team )
P r e r .e n t :  Heitd; a l l  member:', o f  s t a f f ;  HHI; S e n i o r  LFA
A d v ise r ;  G e n e ra l  LiiA A d v iser ;  R e s e a rc h e rs  
from NWSHC.
e )  At Gchool t ,  12 Ju n e ,  I 9C0.
(The Case S tudy S c h o o l )
p r e s e n t :  I S  HODs from t h e  s c h o o l ;  S e n io r  LSA A dviser;
Deputy Head; L i b r a r i a n .
f ) At S ch o o l  3 . 19 J u n e ,  IOOO
P r e s e n t :  Head; Deputy Head; lb  HODs from t h e  s c h o o l ;
HMI; S e n io r  LSA A dviser.
6 . 1 1 - 1 6  C u rricu lum  P r o j e c t
Mon i t  o r  in,"; Mootings a t  I.".-.1 ¿1C. 2 3  -  2 6  F e b ru a ry ,  I 98O.
P r e s e n t :  A number o f  HMI p lus  th o s e  Heads o f  th e
P a r t i c i p a t i n g  S c h o o ls  who serv e d  on th e  
C e n t r a l  C o -o r d in a t in r ;  Committee.
7 .  ia e o t in  ~s Convened t o  In tr o d u c e  th e  Ca.se S t u d i e s  t o  th e  
1 !vi:,e .. Dch >oP
a )  At School b . 11 F e b ru a ry ,  I 9OO
I r e c e n t :  Head; Deputy Head; R e s e a r c h e r s  from NWhilC.
b )  At t h e  Case Study L c h o o l . 2 0  F e b ru a ry ,  I 98O
P r e s e n t :  Hoad; Deputy Head; R e se a rc h e rs  from NW04C.
c )  At t h e  Case S tudy c h o o l . 2 5  March, 19iW.
P r e s e n t :  Head; 1 5  Heads o f  Department; Deputy Hoad.
0 .  D epartm ental Mootin';:'- Convened f o r  the  Purpose o f  Curriculum
lie a p n ra l :  a l  
a )  At . choo l  b .
c i c n c c  Department " .o o t in p , 19  Hay, I 98O,
P r e s e n t :  r> Member:', o f  : c i e n c o  Department.
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b) At- th e  Case Otudy School
( i )  Modern Languages Department M e e t :n g ,  2 3  J u n e ,  I 98O.
P r e s e n t :  HOD; 2 Members o f  L t a f f .
( i i )  O c ic n c e  Departm ent M e e tin g , 23  Ju n e ,  1980 .
P r e s e n t :  Departmental. Convenor; 5  Members o f  S t a f f .
( i i i )  'inol enent.a.ry r/ t i ic i t io n  Department H o o t in g , 2 3  J u n e ,  1 9 3 0  
P r e s e n t ;  HOD; 2 Members o f  S t a f f .
( i v )  ••'.-■ther.at.ier. Department M e e t in g . 2b Ju n e ,  i 960.
P r e r e n t :  HOD; b  Momberr. o f  S t a f f .
( v )  I jn g l i s h  Departm ent Meeting:, 2 b  Ju n e ,  1980 .
P r e s e n t :  HOD; 6 Members o f  S t a f f  ( i n c l u d i n g  Deputy H ead).
( v i )  S o c i a l  S tudio :-  Department M e e t in g , 2b  Ju n e ,  I 98O.
P r e s e n t :  5  Members o f  S t a f f .
( v i i )  T e c h n i c a l  Department M e e t in g . 2 5  Ju n e ,  I 9S0 .
'P r e s e n t :  HOD; b  Members o f  S t a f f .
( v i i i )  Modem Lin ganger Department Meet in,-;. 2 6  Ju n e ,  I 9OO.
P r e s e n t :  HOD; 3 Members o f  S t a f f .
( i x )  Music Department M eeting , 2 7  Ju n e ,  I 98O.
P r e s e n t :  HOD; 2 Members o f  S t a f f ;  1 P e r i p a t e t i c  T e a c h e r  
o f  Woodwind.
( x )  Art Department M e e t in g . 27  Ju n e ,  I 98O.
P r e s e n t :  HOD; 2 Members o f  S t a f f .
( x i )  C r a f t  T e c h n ic a l  Department M ooting. 1 J u l y ,  1980 .
P r e s e n t :  HOD; b  Members o f  S t a f f .
( x i i )  C r a f t  Home Economics Department M e e t in g . l b  J u l y ,  1 9 3 0 .  
p r e s e n t :  2 Members o f  S t a f f .
9 .  C u rricu lum  11 -  16 
LMA CRAP 1 h a s e  2
Heads o f  Department M e e t in g s , LMA T e a c h e r : ; ' C e n tr e .
( 0 Art and Music a.m . *\ 30 Ju n e , 1980
( i i ) C r a f t  and D e s ig n p.m. )
( i i i ) Homo Economics a .m . | 2 J u l y , 1900
( i v ) PE p.m. '
(v) M athem atics a .m . | 7 J u l y , 1930
( v i ) Modem Languages p.m. *
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( v i i ) S c i e n c e  and E nvironm ental  S c i e n c e a .m . ì
( v i l i ) E n g l i s h p.m. J
( i x ) Deputy Heads and/or LEA CKAC 
C o - o r d in a to r s  i n  th e  S c h o o ls
a l l  day
( x ) H i s t o r y ,  Geography and l i .E .
( t o  d e a l  with i tem s which a f f e c t )
( i )  s e p a r a t e  d i s c i p l i n e s
( i i )  i n t e g r a t e d  s t u d i e s
a l l  day
( x i ) Remedial a .m . 1
Commerce/Careers p.m. 1
P r e s e n t : HODa from th e  Phare  2 S c h o o l s ;  S u b j e c t  LEA
A d v is e r s ;  S e n i o r  LEA A dvisor ; a  number 
( v a r i a b l e ,  maximum U) HMI.
1 0 .  "A Annual C in ^ n iR c o
C a r d i f f ,  ?. - h Sep te m b e r ,  I 9S0 
11 . Head:; o f  Department f le e t ia - :
Case r.tudy S c h o o l . 22 Septem licr ,  1980 
P r o r e n t : Head; 2 Deputy Hoads j 11 HUDs.
1 2 .  Area LEA Curriculum  Renpprnir.nl C~oup 
Curriculum  1 1 -1 6
. t e o r i n r  Committee H o o tin ~,1 2 5  Septem ber,  I 98O.
1 r e c e n t :  1 HT-’I j  unrecorded number LEA A d v is e rs ;
1 LEA A d m in is t ra t iv e  i t n f f j  Heads o f  f i v e  
P h a se  2 S c h o o ls .
8 J u l y ,  I 98O
9  J u l y ,  1980 
11 J u l y ,  I 98O
1 5  J u l y ,  I 9B0
1 3 .  Curriculum
I le e t i n a  on Curriculum  D e s c r ip t io n :  ,
Area Dili O f f i c e ,  2 O c to b e r ,  I 98O.
P r e s e n t : 1 HKI5 S e n i o r  LEA A d v isor ;  1 Head o f  a
P hase  2 S ch o o l»  Deputy Head o f  Cane Study S c h o o l .
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In -ll >use Conference
Caro S tu d y  S c h o o l . 3 November, I 9OO
P r e s e n t :  LEA D i r e c t o r  o f  E d u c a t io n j  7  LEA A l v i s e r c ;  Head;
S t a f f  o f  Case Study S c h o o l ;  S t a f f s  o f  L o ca l  
P rim ary  F e ed e r  S c h o o l s .
15- S tu d y  -  C o n fe re n c e ,  N.'./.K.H.C.
p o l i c i e s .  P r i o r i t i e s  and P r a c t i c e s  i n  th e  H id -8 0 s  and Beyond 
a )  S t  A n ne's  on S e a ,  6 - 1 2  Ja n u a r y ,  19 8 1 .
P r e s e n t :  7  Heads o f  S c h o o l s ;  9 LEA A d v isers  and A d m in is t r a t iv e
S t a f f  from v a r io u s  a r e a s ; D i r e c t o r ,  Deputy D i r e c t o r  
and A s s i s t a n t  D i r e c t o r ,  NWjJiC; C o n s u l t a n t ,  NV/QtC;
3 HMI; Chairman c h o o l s * C o u n c i l  and D i r e c t o r  o f  
E d u c a t io n ,  a r e a  LSA; E d u ca t io n  Programme A d v is e r ,  I2M; 
S o c i a l  R e s p o n s i b i l i t y  Manager, .Europe, L e v i ' s  J e a n s ,  
b )  F o l lo w -u n  M eeting
HV/EJ1C, 2 March, 19 8 1 . 
p r e s e n t : 6 Members o f  Group B.
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N.W.K.M.C
ccrag  r : , o j s c T  rdg.oarch npjsarxoNrtAXNS
D i r e c t i o n s
Tliin q u e s t i o n n a i r e  co iv .ir .tr .  o f  .1 number o f  s t a t e m e n t s  d e s ig n e d  to  sample 
o p in io n  and p r a c t i c e  i n  th e  p la n n in g  o f  s c h o o l  c o u r s e s  and th e  C .C . R . A . S .  
enquiry in  tl ie  s c h o o l .  T h e re  i s  c o n s i d e r a b l e  v ; i r i c t y  o f  o p in io n  and 
p r a c t i c e  in  b o th  o f  t h e s e  a c t i v i t i e s ;  t h e r e  a r e  no r i g h t  o r  w ro n j  a n s w e rs ,  
’.dint i s  wanted i s  you r own i n d i v i d u a l  f e e l i n g  about th e  s t a t e m e n t s .
P le a s e  read  e a ch  s t a t e m e n t  c a r e f u l l y  and d e c id e  how you f e e l  about i t .
Then g iv e  your answer i n  the  manner i n d i c a t e d .  I t  would ho h e l p f u l  i f  
you d id  not c o n s u l t  any c o l l e a g u e s  u n t i l  tlio q u e s t i o n n a i r e s  have been 
com pleted .
There a r e  f i v e  s e c t i o n s  to  th e  q u e s t i o n n a i r e .
P a r t  I  has b een  d e s ig n e d  to  c o l l e c t  some b a s i c  f a c t s  ab ou t your 
p r o f e s s i o n a l  e x p e r i e n c e  and back g rou nd .
P a r t  I I  has been  d e s i ( 7»cd to  c o l l e c t  you r o p in io n s  ab ou t t h e  k ind
o f  s c h o o l  you t e a c h  i n ,  and th e  c o n s t r a i n t s  you e x p e r i e n c e .
P a r t  I I I  a l lo w s  you t o  e x p r e s s  your o p in i o n s  about c u r r ic u lu m  p la n n in g  
.and th e  i s s u e s  which a f f e c t  you r d e c i s i o n s .
P a r t  IV  has been d e s ig n e d  t o  c o l l e c t  y ou r o p in io n s  ab o u t  th e  C .C .R .A .G .  
e n q u iry  i n  t h i s  s c h o o l .
P a r t  7  may be used to  g iv e  a s i r  mary o r  t o  e n a b le  you t o  g iv e  an
a m p l i f i c a t i o n  o f  your v ie w s .  A l t e r n a t i v e l y  you may n o t  c a r e  
to  u s e  P a r t  V .
F l e a s e  answer a s  i n d i c a t e d  w h erever  p o s s i b l e ,  and add f u r t h e r  comment 
i f  you f e e l  i t  would be h e l p f u l .
Your r e s p o n s e s  'w il l  ho used o n ly  f o r  a n a l y s i s .  A l l  r e s p o n s e s  w i l l  be 
re p o r te d  anonymously and. no i d e n t i f y i n g  d a ta  w i l l  a; r o a r  in  any 
r e p o r t s  d e r iv e d  from t h i s  m a t e r i a l .
The r e s u l t s  and a n a l y s i s  o f  th e  i n f o r m a t i o n  c o l l e c t e d  i n  t h i s  s u r v e y  w i l l  
be made a v a i l a b l e  to  you a s  soon a s  p o s s i b l e  i n  th e  S p r in g  Term 1 9 8 1 .
Thankyou,
Rosemary Cnnadine
D ecem ber, 1 9 8 0 .
-3 y>-
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BIOGRAPHICAL :v.7T,MLS
N ine
p l e a t ,e  e x n e i "  t h e  -nun::;? i n  t h e  n ig h t  ha:®  manghi 
01-rcr.iTE th e  r ::g k >:i3 e ( s ) you wish  to hake .
CJl Are you M a l e . . . . . . . . . . . . . .
F e m a le .
22 - 25 y e a r s . . . . .  
2 6 - 3 0  y e a r s . . . . .  
31 -  *iO y e a r s . . . . .
I»1 -  50 y e a r s ...........
3 1  & o v e r . . . . . . . . .
Q3 F o r  hov; many y e a r s  hav e  L o s s  th a n  one y e a r
you b een  t e a c h i n g ?
, . . . .  One y e a r ........................V n j-g re j j i te  s e r i o u s  o :
p a r t - t i n e  employment) 7vo ...................................
Q2 To whieh age group do 
you b e lo n g ?
T h re e  yea:
m m
(-■>)
qA Are you t e a c h i n g F u l l - t i m e  (p e rm a n e n t ) . . . . . . . . . . . . . . . . . . . . . . . .
F u l l - t i m e  ( te m p o ra ry ) . . . . . . . . . . . . . . . . . . . . . . . .
P a r t - t i m e  (p e rm a n e n t ) . . . . . . . . . . . . . . . . . . . . . . . .
P a r t - t i m e  ( te m p o ra ry ) . . . . . . . . . . . . . . . . . . . . . . . i
Q5 What i s  your p r e s e n t  p o s i t i o n  o f  r e s p o n s i b i l i t y  i n  th e  s c h o o l?
S c a l e  1 A s s t ,  t e a c h e r ................................ ..
Head o f  D e p t/ F o c u lty . . . . . . . . . . . . . . . . . . . .
i / c  o f  s u b j e c t  o r  a r e a  o f
s tu d y  w i t h i n  a d e p a r t m e n t . . . . . . . . . . . . . . .
Head o f  Y cn r/ IIou se . . . . . . . . . . . . . . . . . . . . . ,
S e n io r  T e a c h e r . . . . . . . . . . . . . . . . . . . . . . . . . .
Deputy H e a d . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Head T e a c h e r . ............. ..
06 For  ¿1V1H o f  th e  numbers you have c i r c l e d  i n  r e s p o n s e  to  0 ?  p l e a s e  
i n d i e - t o  in  th e  i,o>: b elow  how I o n "  you have h e ld  t h i s  p o s i t i o n  
in  your - . r e s e n t  s c h o o l .
m o g
(70
Q7 How lo n g  have you boon cmployrd a t  your p r e s e n t  s c h o o l?  
(A g g re g a te  nny p e r i o d s  o f  p a r t  t im e  employment)
L e a s  th a n  one y e a r . .  
One y e a r . . . . . . . . . . . .
Two y e a r s . . . . . . . . . . .
T h ree  y e a r s . . . . . . . . .
F ou r y e a r s . . . . . . . . . .
F i v e  y e a r s . . . . . . . . . .
More than  f i v e  y e a r 3
1
2
3
I»
5
6 
7
Q8 What do you c o n s i d e r  t o  bo your main t e a c h i n g  s u b j e c t  i n  
t h i s  s c h o o l ?
Q9 P l o a - e  i n d i c a t e  th e  d i s t r i b u t i o n  o f  your t e a c h i n g  d u t i e s  by 
c o m p le t in g  th e  fo l l o w in g  t a b l e .  I n  th e  column headed 
’ a b i l i t y  l e v e l ’ p l e a s e  i n d i c a t e  th e  band o r  s e t  o f  th e  
group, o r  w h eth er  i t  i s  a  n ix e d  a b i l i t y  g ro u p .  F o r  y e a r s  
fo u r  and f i v e  p len -:e  i n d i c a t e  w h eth er  th e  c l a s s  i s  an 
0 L e v e l ,  O . C . 5 . , non-exam , o r  mixed a b i l i t y  group .
Year Group ôubj c c t / C c u r s e A b i l i t y  L e v e l No. o f  t e a c h i n g  p « r i e d r
Number o f  n o n - t e a c h in g  p e r io d s
T o t a l
<iO
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BIOC
CM
Q10 Do you h e lp  o r g a n is e  any lu n c h t im e  o r  a f t e r - s c h o o l  c l u b s ,  
s o c i e t i e s  o r  o t h e r  a c t i v i t i e s ?
Ho 1
Yes 2
I f  you answered YjJS t o  10 p l e a s e  i n d i c a t e  i n  the  box below 
th e  typo o f  lu n c h t im e  and/or a f t e r - s c h o o l  a c t i v i t i e s  you 
a r e  in v o lv e d  in  ond how o f t e n  you a r e  com mitted to  
s u p e r v is i n g  them.
Tvno o f  a c t i v i t y How o f t e n ?
Q12 I s  t h i s  your f i r s t  t e a c h i n g  ap p o in tm en t?
Y e s .
H o . .
1
2
Q13 I f  you answered HO f o r  CJ12 i n d i c a t e  i n  th e  box below  your 
p re v io u s  e x p e r i e n c e .
D a te s
From: To : Tyne o f  .Ichool n e n v . o n s i b i l i t i c s
-33R -
(5)
Q1 1| What n rc  your q u a l i f i c a t i o n s ?
C r a f t  o r  P r o f i c i e n c y  c e r t i f i c a t e ,  HI1C o r  HMD . .  
S u b j o c t ( s )  S t u d i e d :  ___________________________________
A s s o c i a t e  o r  G rad u ate  o f  P r o f e s s i o n a l  I n s t i t u t e  
S u b j e c t ( s )  S t u d i e d :  ___________________________________
B .A . o r  3 . S c .  (O r d in a r y )  .................................. ..
S u b j c c t ( s )  S t u d i e d :
B .A .  o r  B . S c .  (H o n o u rs ) .............................
S u b j o c t ( s )  S t u d i e d :  _________________________________
M.A. o r  I * . S c .  .................................................................
S u b j e c t ( s )  S t u d i e d : ____________________________________
Ph.D .............................................................................................................
S u b j c c t ( s )  S t u d i e d : ____________________________________
T e a ch in g  C e r t i f i e n t e ........... ........................................
S u b j c c t ( s )  S t u d i e d :_____________________________ __
..................................................................................................................
S u b j ^ c t i s )  S t u d i e d :
B . E d . . . l ................................................................................................
S u b j o c t ( s )  S t u d i e d : _____ ______________________
!■ ..:>!.......................................................................................................
S u b j e c t ( s )  S t u d i e d : _____ ________________________
Advanced o r  s u n n le n e n ta r y  d i j ' lo n n  in  e d u ca t io n  
S u h j c c t ( s )  s t u d i e d : __________________________________
( Q l 1! i s  co n t in u e d  o v e r l e a f )
-  i ) >-
1
* 23
k
5
6
7
8
q
1C
l l
(C)
Q15 Are you s tu d y in g  f o r  nny r e c o g n is e d  q u a l i f i c a t i o n s
( e . g . v i t h  th e  Open U n i v e r s i t y ;  p a r t - t i n e  Tl.IIcV^.IIdJ?
No.
Y en
1
2
Ql6 I f  you answered TZZ f o r  QlS i n d i c a t e  i n  t h e  box below 
the n a tu re  o f  t h e s e  s t u d i e s .
-• y n -
Q17 Have you a t te n d e d  any i n - s e r v i c e  cournnn in  th e  l a s t  fo u r  y e a r c ?
No.
Yes
Ql8 I f  you nnnwered YES f o r  Q17 p l e a s e  R iv e  d e t a i l s  o f  th e  c o u rco s  
you have a t te n d e d  i n  th e  box b elow .
Year D u r a t io n S u b j e c t  o f  c o u r s e In  your own or  s c h o o l ' s  t im e?
Q19 Do you s u b s c r i b e  to  any p r o f e s s i o n a l  j o u r n a l s ?
( e x c e p t i n g  tho  T i n e s  E d u c a t i o n a l  Supplem ent)
No.................................................
Y e s . . . . . . . . . . . . . . . . . . .
Q20 I f  you answered YES to  Q19 p l e a s e  ¿ jive d e t a i l s  in  th e  box below.
Have you ( a p a r t  f ro n  h o l id a y  j o b s )  been i n  any f u l l - t i m e  
employment a p a r t  from t e a c h i n g ?
Y e s . . 
N o . . ;
I f  you answ ered  YU" t o  Q21 p l e a s e  g iv e  d e t a i l s  i n  th e  
box b e lo w .
Are you a  member o f  a T e a c h e r s '  Trade Union?
I  would p r e f e r  n o t  t o  answer t h i s  
q u e s t i o n . . . . . . . . . . . . .
Yen
No
I f  you answ ered  Y23 t o  p l e a s e  i n d i c a t e  f o r  how lo n g
you have b e e n  a member
L ess  th a n  one y e a r . .
One y e a r . . . . . . . . ............................................................................................
Two y e a r s . . ............................................................................................................. ..
Three y e a r s . .................................................................... ........................................
Four y e a r s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
F iv e  y e , i r s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
More t h a n  f i v e  y e a r s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . «
I f  you h a v e  jo in e d  a union o r  changed your membership from one 
union t o  a n o t h e r  r e c e n t l y  and would c a r e  to  comment p l e a s e  do so 
in  the  b o x  below . Reasons f o r  your a c t i o n  would bo h e l p f u l .
Have you any s p e c i a l  i n t e r e s t s  o r  h o b b ie s  o u t s id e  c c h o o l ?
Yes
No.
I f  you answered Y33 to  (¿25 p l e a s e  s p e c i f y  in  th e  box b e lo w .

(1)
Wli.it k ind  o f  o r g a n i s a t i o n  c x i s i t s  i n  your s c h o o l?
What kind o f  o r c a n i s a t i o n  would you l i k e  to  b e lo n g  to ?
P le a s e  com p le te  t h i s  q u e s t i o n  f o r
(a )  y o u r s e l f ,  y ou r own b e l i e f s  and v a lu e s
(b )  your own s c h o o l *  a s  you s e e  i t
Consider each  i te m  A, B ,  C . . . . .  s e p a r a t e l y .  Each h a s  s t a t e m e n t s .  
Rank each s t a te m e n t  by  p u t . t in c  *1 *  a g a i n s t  the s t a t e m e n t  which b e s t  
r e p r e s e n t s  th e  dom inant view i n  t h e  s c h o o l  f o r  t h a t  i t e m ,  ' 2 '  f o r  
the n e x t  c l o s e s t  and s o  o n .  Then go back and do th e  same f o r  your 
own b e l i e f s .  R e p ea t  t h i s  f o r  e a ch  i t e m .
s c h o o l
ra n k in g
own
ra n k in g
A Rood head i s : -
1  s t r o n g ,  d e c i s i v e ,  f a i r ;  p r o t e c t i v e  and Generous
2 im personal and c o r r e c t ;  demands o n ly  t h a t
fo rm a l ly  r e q u i r e d  o f  t e a c h e r s * •••••••••••••••••
3 e g a l i t< a r ia n ,  can  be  i n f l u e n c e d  on te a c h in g  
n a t t e r s ^ u s e s  a u t h o r i t y  to  o b t a i n  r e s o u r c e s
If concerned  and r e s p o n s i v e  to  p e r s o n a l  needs 
and v a lu e s  o f  s t a f f ,  u s e s  a u t h o r i t y  to  
to  s t i m u l a t e  and p ro v id e  o p p o r tu n i ty  fo r
A c°od  t e a c h e r  i s : -
1  c o m p lia n t ,  hard w orking  and l o y a l  to  the
2 r e s p o n s i b l e  and r e l i a b l e ,  icccptinm  d u t ie s  .and 
r e n p o a s i h i l i t i e s  o f  t e a c h i n g ;  avo id s  a c t i o n s  
which ruiy c " i ’ c  e m b a r r a s s m e n t . . . . . . . . . . . . . . . . . .
3 s e l f - m o t i v a t e d ,  open w ith  s u g g e s t io n s  and i d e a s ,  
but w i l l i n g  t o  be  l e d  by th o s e  w ith  G re a te r
v i t a l l y  i n t e r e s t e d  i n  t h e  development o f  h i s  
own p o t e n t i a l ;  o ; o n  to  l e a r n i n g  and r e c e i v i n g  
help* r e u r e c t o  tl ie  needs o f  p u p i l s ,  w i l l i n g  
to  c o n t r i b u t e  o r  h e lp  in  t h e i r  p e rs o n a l
- y t ' l -
school
(2 )
| q A good hend o f  d ep artm ent i s ; -
1  s t r o n g ,  d e c i s i v e ,  f u ir |  p r o t e c t i v e  and 
generous to  l o y a l  members o f  th e  
departm ent. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
2 im personal find c o r r e c t ;  denands o n ly  t h a t  
fo rm a l ly  r e q u i r e d  o f  members o f  th e  
departm ent. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
3 e g a l i t a r i a n ,  can  be i n f l u e n c e d  on t e a c h i n g
m a t t e r s ;  u s e s  h i s  p o s i t i o n  to  o b t a i n  
r e s o u r c e s  f o r  th e  d e p a r t m e n t . . . . . . . ........... ..
If concerned and r e s p o n s i v e  t o  th e  needs o f  
d ep artm en ta l  ncm b ers ;  u s e s  a u t h o r i t y  to
s t i m u l a t e  and p ro v id e  o p p o r tu n i ty  f o r --------—
development i n  th e  d e p a r t m e n t . . . . . . . . . . . . . .
| D A rood d ep a rtm e n ta l  member r i v e s  n r i o r i t y
to 8-
1  the denands o f  th e  head o f  th e  d e p a r tm e n t . .
2 h is  own d u t i e s  and r e s p o n s i b i l i t i e s ,  
customary s ta n d a r d s  o f  p e r s o n a l  b e h a v i o u r . .
3 the s k i l l s ,  a b i l i t y ,  e n erg y  .and m a t e r i a l  
re s o u r c e s  r e q u i r e d  in  t e a c h i n g . . . . . . . . . . . . •
the p e r s o n a l  need s o f  th e  p u p i l s . . . . . . . . . . .
The in d i v i d u a l  i s  t r e a t e d : -
1  as  V i-h i s  t im e and e n erg y  were a t  the  
d is p o s a l  o f  th e  s c h o o l . . . . . . . . . . . . . . . . . . . . •
2 ns though h i s  t i r e  and e n erg y  ware a v a i l a b l e  
through a c o n t r a c t  im p ly in g  r i g h t s  and 
r e s p o n s i b i l i t i e s  on b oth  s i d e s . •
3 .as a  c o l l e a g u e  who h a s  com m itted h i s  s k i l l s  
and a b i l i t i e s  to  th e  common ta s k  o f  tea ch in g
no nn i n t e r e s t i n g  and w o rthw hile  person  in  
h is  own r i g h t ........... ............................................. ..
-y\cy~
s c h o o l
ra n k in g
own
r a n k in g
- —.
school
(2 )
A good head o f  d epartm ent i s t -
1  s t r o n g ,  d e c i s i v e ,  f a i r #  p r o t e c t i v e  and
generous to  l o y a l  members o f  th e  
d ep artm ent..................
2 im personal and c o r r e c t ;  denands o n l y  t h a t  
fo r m a l ly  r e q u i r e d  o f  members o f  th e  
d ep artm ent. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
3 e g a l i t a r i a n ,  can  be in f l u e n c e d  on t e a c h i n g  
m a t t e r s ;  u s e s  h i s  p o s i t i o n  to  o b t a i n  
r e s o u r c e s  f o r  th e  d e p a r t m e n t . . . . . . . . . . . . . . .
k concerned  and r e s p o n s iv e  t o  th e  need s  o f  
d ep a rtm e n ta l  members; u s e s  a u t h o r i t y  t o  
s t i m u l a t e  and p ro v id e  o p p o r tu n i ty  f o r  
development i n  th e  d e p a r t m e n t . . . . . . . . . . . . . .
A good d e p a rtm e n ta l  member r i v e s  p r i o r i t y  
t o t -
1  the demands o f  th e  head o f  th e  d e p o r t m e n t . .
2 h is  own d u t i e s  and r e s p o n s i b i l i t i e s ,  
cu s to n a ry  s ta n d a rd s  o f  p e r s o n a l  b e h a v i o u r . .
3 the s h i l l s ,  a b i l i t y ,  energy  and m a t e r i a l  
r e s o u r c e s  r e q u i r e d  in  t e a c h i n g . . . . . . . . . . . . .
** the p e r s o n a l  needs o f  th e  p u p i l s . . . . . . . . . . .
The individual jr, treated! -
1  as  t  i-h ' i s  t im e and en erg y  were a t  the
d is p o s a l  o f  th e  s c h o o l ..................... .. ......................... ..
2 as though h i s  t i r e  and en erg y  were a v a i l a b l e  
through a c o n t r a c t  im p ly ing  r i g h t s  and 
r e s p o n s i b i l i t i e s  on b oth  s i d e s . •
3 as a  c o l le a g u e  who han com m itted h i s  s k i l l s  
and a b i l i t i e s  to  th e  common t a s k  o f  te a ch in g
as nn i n t e r e s t i n g  and w o rth w h ile  p e rso n  i n  
h i s  own r i g h t ................ ........................ .. ............ ..
- 3 1*9-
s c h o o l
ra n k in g
own
r a n k in g
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school
('•)
Th'; co m u n i ir t i e n  .utruc t urorr ■ )!• tdr.t: -
1  ci. f • : : r; flow down f r o n  fcìn» -e i n
>:• 5 i -i Vr"t.'ii io n  flow n up . . . . .
?_ fidvicc flows down from th o s e
i i !•<•••; •!• i l i  . ;  ' :i t i n s i
flown up............................................................ ..
3 Lon ' I d';:, outi/mvls from r n:: : •.vit” ................................................................
i* i t .ion ! Ln lu o n o o  f low
fro. ; i r o n  to  p e r s o n . . . ................ ..
The r r o s g  -  •<~ m o i e t y ,  i n d u s t r y ,
T"¡: ' ’i ..', o te  «___.o  -o ; • o :  _
or thouyh th e y  r e  in  c o t n p o t i t i o n ,
to  e x p l o i t  he s c h o o l .  •
hr t! ni;;h th ey  r •• o r d e r l y  nnd
• rdo v h is h  c o u ld  i>e
• in lv 'd  by •r t i n i i o n  nnc1.
coi re  i  t o . . . . . . . . . . . . . . . . . . . . . . . .  .
• i . . nd
! ' ••• r<- ; * od «r. 1 it "roved
o.: ■}> tir y ovo O'jsiple*:
■ . id • " ' 1 ,
th e
ti
|UÌ
~y^u
Do yo u  o r  y o u r  lîo p . 'ir tm o n t c n ry y jo ,  .ot n e r t a i n  t im e n  i n  tin ?  
r e t o o l  y e 'L " ,  i n  n n y  p - i r h ic u lu r  mo 1 » v i  t i e n  v î r ic l i  r e q u i r e  
;i .••.recia l ro :  i i  t n o i i t  : nd vouT»l i. ' o a n y  «vM :i.L .ionn l p r o je c t  
l i k e  t h a t  o r  C .O .V .A . V . v ' - r y  in e o i r . v n io n t  n t  t i i . i t  t im o ?  
l i *  m o , p le a .  e : , e c i f y  i n  Lb r b o x  b e lo w .
(Von c r y  wiuh t o  in c l in lo  r e p o r t . ' ,  or  -nn, o p o rto  f i x t u r e ; » ,  
c o n c o r t a , etc©)


(jVt Itou i 'irli o f  a lvij-t do you yl.-.y in  ¡yeioivil cu rricu lu m  jOiuinini; 
(o .  ;• O !' com-.;«:, 'll i oil in/olvir l.'.'O o r  non* departí l''ll til 
worl. ' u j toy/: the)1)?
A (jrc.-xt d e a l . . .....................
A f .-. i r  nrionnt. . . . . . . . . . . . . . . . .
lin t nfc - i l l ............................................. .
" V j  .  volved In 1x3 m in e  in  ■ ■ or o f  the fo llo w in g  wnyi
(••ou y c i r c l e  • -ny o r '<"•■ r.v.O M '.i'.; :\r you ‘. ’ .ink
n-jv V r i s t o )  :In uioni v i t i  f  my ir l non . . . . . . . . . . . .
’./or.'ny  n r :’h er o f  the to. - in  d icen  .ior.o o f  the ’./hole
dr v tn o n t . ............................ .. ......................................... ................................. ..
In  di îuonio n nl ' ith e r  a r t  men t a ................... ..In d isc  n iona w itl own he d o f  r t n o n t ................................... .
I "  . i V - l t n . ...............................
An a member o f  the s e n io r  management t e a m . . . ..............................In 'linei: 'io :::, v/j i.l. i . :  l ivida-  1 o f  the s e n io r
, -. î : : 1 jei.’.e n t . ......................... ..
1 n lir :  t  •< r h i i i ; ;  H e r / ’ '' o', y own............................................... .
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Q '¡G compii te Ili': I’oll owinj; I.-10<: by I.Tcl:in|; 
boyen ''in! c i rc.l. i u|' five of Ilio number:! in the* 
indio ite tliojso l':irtor." v/hir.h you think arc the
th e ;ij>i)ropri»il:c K . II. m argin  to 
five moot cinjiificantWhen 1 .mi in v o lv '-d  in  p la n a i: :- ;  th e  te  ach ín /; o f  a  c e r t a i n  co u rn e  o r  ¡s u b je c t  i n  t ì ic  r .c h o o l ,  I  ta k e  a c c o u n t  o f :
to  a i ;v  a t  
e n t e n t
t o  none 
e x t e n t
to  n rnirior 
e x t e n t
not : .t  
a l l
tiic 3 c v e l  o f  b i l i t y o f  
p u p ilo  i n  th e  c l .  on
th e  r  n jo  o f  . u p i l  
¡ b i l i t y  i n  th e  e l m
the  number o f  p v y i l n  
in  th e  c ia n a
a c c o m o d a t i o n ,  i . c .  
rooms a v a i l a b l e  and 
t h e i r  l c c a t i o n
11 hcticM 
( lo y j  } ■ • ■
n i. •'' h *1 ^  ■»
do. a r t n o n t n l  n y l l  : bur 
re* :;••••.. me o'" • r.rk
ti r.’.i h e r  o f  .-i- la 
:0. 1 oc t ' (Ì t o  tho 
".' li sieri t
rii
.-1. • 1 , , to
J  re4.
t ' r. t i r e  ne'.'.'.e.l f o r
CO'l'i’ ".i*
til'* or*)i;»’i 11 j o f  tho 
•i« i.j *: l  i t  t e r
t 1 "  r d . i t . jo n . ' . i i i j i  o f
the cou r ,o to  o th  *r 
u r . i , .  my :.a b j e c t
U'p.'.
-3 5 2 -
( em ite )

:>7 i f  t h e r e  :iiv; juiy I'.-icLor:; you 
o f  )!<•*’ conr.iofi  which hove r.ot 
li-ivc- 11; ■ 1. coi'iploted Mould you 
in  Uu: hex be low .
a cco u n t  o f  in tho i.'l inning 
been in c lu d e d  j n  tlio t . - l i l o  you 
i n d i c a t e  b r i e f l y  what th e y  a r e
j 3 I  an in v o lv e d  i n  p i e : .n in e  eowrr.ns -.t one o r  r.orc o f  th o
fo 'l.O '. 'in .; tii.i'.'~ (you r"'.y c i r c l e  ¡'.any o r  no few r o 3 ;  ono«*3 
r>n you third : up- r o y r i  t t o ) :
Throughout th e  cch o o l  y e a r ...........................
At th e 1 i ' ' ; oi the  .*;chool ye n r .  .
At tho onrl o f  th n f-.ch.ool y e a r . . . . . . . .
I n tho f i r s t  h ; J i f  ti i  s i r w i r  t o r n .
I n tho iicco,!.'! lr ,1 * oT ti le  .".ive r r  t o r n
At l : s t a r t  o f  each  te r u
\l . ....... 1 ' ch t e r n . .
..I. .c tines...
O h  ' ..................................................
-3 5 (*-

>"> /| -> I f  you  r  i r c i  «cl 1 , n o T* '< i.n r> : ; >o n : c t o  l.llo  p r e v io u i  <|U” :?L ion  
( i o  0 *0 .) , 1' •• •' .••.îii-ciTy i n  Mi - lio\ t ic lo w  U io  m ethod  
you  ui>c f o r  c v a lu a t i u i ;  c o u rn o n .
';lf3 ' u  v h io h  o f  t h e  f o i ’.o' ' in  ; wayn a re  t e r  p ia n o  f o r  c o n r s is
ronraunieat' ' to  n : ra of your d portr inti (you : ••;* indicat« 
more thou o n e )
By a w r i t t e n  r.chcmc o f  work i n t e r n a l  to  th e  r .ch o ol .
By re fe r í nee to  nn ex» minotio i nyl3 kbus*****»«
At douartnentel • ei tin . ....................................
B -  i o n  t h e  h o ' : <■ f  d« tr  t r i e n t  • •  • .
By lii cu wi b (t’./e »n tho nunborn o . tho do
j n t : e ■’ i n «. ecur
t i . e n :  i n v o l v e d
( Lh r  ( u l ■ •.¡irc i f y )  • • ■ • • • • • • • • « >
0 5 6 -
(¿1 ih ri c o n c ilit i .;  tho folloni iir t e l i lo  liy licitine Uhi :ij>]>voj)vi.'ito
b o x « : .  11 c i r c i  in;; f i  v e  o  !' I.lie ninni)")-:-, i n  tho )(■!?• n .- i r j* in  
to i n d i c e l o  Ilio.-."' r . ic(.or:; uhi oli yon co ti ,  i i dor nont nirrii i’icnn t.
'./Iicn choo.-tin;; n i -ir l i r u l . - i r  conr.eo o r  n m j o c t  to  to u c h ,  o r  v/lien 
d e c id i l i ; ;  ih.-it l.o in c lu d e  in  e p u r t i c u l  i r  cou rr .o ,  I  l.oko a c c o u n t  
o f :
n,At!
(8 )
to  a  ; ;re  it 
o x to n t
to  mino to minor 
o x to n t
n o t  í - t  
tO 1
S o l  e t  i < il. hi u o f  th è  c o n i - i ­
t o  i n t e " -  o f  t h è  jv . i n i l :
Uh • c < » t  ' f  . r o v i i l i »  nov 
í eie u]> r r n o u r c c s
'lite r .im il -ri t y  t o  v ro n o n t  
te-; c h in e  eie triodo
'.’he rnount o f  --ve; e r  " l i e n  
ro ^ u ired  to  '■ : r - le - t  *nt tho 
e mimo
Th - r i , '<■)'.ir/vi.l  i d i  ty /  
e lm i !  ì i j ' t  o f  t ' : o  c e c e r o
'.’he  o - t ' - r n - i l  oy a ca in o t icn  
s y l l .- t u u  re  ¡ u i r e a e n t s
Tee -In ter  -utr, o f  th o  
te.-ichin.-j « t - .f - f
Ih.c-'- ■-erri.-I.io.'v; fro.n J.iA 
n-iviiierii o r  o‘ ;l. .-.ilieti on 
1 i- i r v i c e  e i rn o s
■ '•■V : ( ; ) o l «
' ’* • r*:.'- ; • o ? 
C'-Ht!.n;u<:r, f o r  th è  cour.-io
Tuo r .k il  Is re.¡iieatc-d by 
in d u n try
S i t i l l n  jinjil. 'r: v i l i  no od lo 
cono i n  »vr rytl.ry l i  fu
Stipnorl of Ilio O'-nior 
n.-i.viftdiiion t  L e o n  i’-.u- th è  
ce  ir : «'
S k i l J . i  o r  u t . t i tu d o i i  y.-m 
th in k  o ro  ro rviiro il  f o r  
i iidiuitry - 3 57-
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CIO)
Q;'5 What purpose docii your d e p a r tm e n ta l  scheme o f  work have 
l o r  you? (You may c i r c l e  moro than  one r e s p o n s e )
Q»»6
To p ro v id e  n s t a t e m e n t  o r  p la n  to  ho fo l lo w e d  by member/? 
o f  Die d e p a r t m e n t . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
To i n d i c a t e  th e  amount o f  work to  be co v e re d  d u r in g  a s e t  
p e r io d  o f  t i m e . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
To i n d i c a t e  a p p r o p r i a t e  t e a c h i n g  method/?, d e p a r tm e n ta l  
o r g a n i s a t i o n ,  o r  a s s e s s m e n t  t e c h n i q u e s , e t c .  . . . . . . . . . . . . . . . . . . . . . ^
Ag a  g u i d e l i n e  from which a p p r o p r i a t e  work may be s e l e c t e d .
To p ro v id e  a s ta te m e n t  o f  aim s f o r  th e  d e p a r t m e n t . . . . . . . . . .
To p ro v id e  a s t a te m e n t  o f  o b j e c t i v e s  f o r  th e  d e p a r t m e n t . . . . . . . . . . .  6
.  1
.  2
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I f  you nro  a Head o f  Deportment o r  Kacul ty do you
Check f r e q u e n t l y  to  coo th a t  the  neherne o f  work i s  b e i n g  
im p lem en ted .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Moke i n f r e q u e n t  c h e c k s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Make no fo rm a l  o r  in fo r m a l  c h e c k s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . „
Work so c l o s e l y  with members o f  th e  department t h a t  fo rm al  
check s  a r c  u n n e c e s s a r y . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
I f  th e  scheme o f  work i s  not b e in g  fo l lo w ed  do you
Not i n t e r f e r e . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
D is cu s s  th e  r e a s o n s  f o r  th e  f a i l u r e  to  u se  the scheme o f  w o r k . . . .
Argue f o r  th e  a d o p t io n  o f  th e  scheme o f  w o r k . . . . . . . . . . . . . . . . . . . . .
I n s i s t  t h a t  th e  scheme o f  work I s  f o l l o w e d . . . . . . . . . . . . . . . . . . . . . . .
1’or what r e a s o n s  would you d e c id e  you p lan  needed r e v i s i o n . . . . . . .
Because o f  poor e x t e r n a l  e x a m in a t io n  r e s u l t s  w ith  a p a r t i c u l a r  
board o r  s y l l a b u s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Because o f  poor i n t e r n a l  e x a m in a t io n  r e s u l t s . . . . . . . . . . . . . . . . . . . . .
Because p u p i l s  a r e  d i s s a t i s f i e d  w i t h ,  o r  not s u f f i c i e n t l y  
involved  o r  i n t e r e s t e d  in  the e x i s t i n g  s c h e m e . . . . . . . . . . . . . . . . . . . .
Because o t h e r  t e a c h e r s  c o m m e n t . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Because th e  Head com m ents . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
By com parison w ith  c o u r s e r  in  o t h e r  s c h o o l s . . . . . . . . . . . . . . . . . . . . . .
Because Of s t a f f  c h a n g e s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . .
Because o f  ch a n g e s  in  p u p i l  i n t a k e  
For any o t h e r  r e a s o n . . . . . . . . . . . . . .
Part  i'/
t h e  ocras  ; r :y ; iR Y
Cl)
Q50 ’.'l •on what i or ; ;onr. o r  gj*oupn do you b e l i e v e  th o  C .C .H .A .G .
p r o j e c t  cone i n i t i a l l y ?
U n i v e r s i t i e s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
C o l l e g e : ;  o f  E d u c a t i o n . . . . . . . . . . . . . . . . . . . . . . . . *
Tho Department o f  E d u c a t io n  and S c i e n c e . . . . . . .
P o l i t i c i a n s . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
Her M a j e s t y ' s  I n s p e c t o r s  o f  S c h o o l s . . . . . . . . . . .
The l o c a l  E d u ca t io n  A u t h o r i t y . . . . . . . . . . . . . . . . .
The E l i m i n a t i o n  b o a r d s . . . . . . . . . . . . . . . . . . . . . . . .
The S c h o o ls  C o u n c i l . . . . . . . . . . . . . . . . . . . . . . . * . . . .
The S c h o o l s . .....................
Q5 1  ' How s t r o n g l y  i n  your o p in io n  was t h e  need f o r  t h e  p r o j e c t  
f e l t  by d i f f e r e n t  groups?
1
2
3
»*
5
6 
7
S
9
to  a g r e a t  
e x t e n t
to  none 
e x t e n t
t o  a minor 
e x t e n t
n o t  a t  
a l l
d is p u te d
by
H .M .I .
LEA A d visors
The Head
.The T e a ch e rs
( ¡ 5 2  To what e x t e n t  i n  your o p in io n  d id  th e  f o l l o w i n g  groups o r  
p e rs o n s  c l e a r l y  d e f i n e  why th e  p r o j e c t  was needed and which 
i s s u e s  th e y  hoped i t  would h e lp  t o  r e s o l v e ?
to  a  g r e a t  
e x t e n t
t o  some 
e x t e n t
to  a  n in o r  
e x t e n t
n o t  a t  
n i l
H .M .I .
J.HA A'.lvis. rn
Tho Hood
The T v  shorn
Tho S e n io r  
Management 
Teri.i
The CCHACJ 
coord i n u to r  
in  the school
-Y>V-
ce::.
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053 Hovf Hero you i nformed about th e  ; r e j e c t  b e f o r e  t h e  fo rm a l  
s t a r t  o f  th e  e x e r c i s e  i n  th e  s c h o o l?
By l e t t o r / l o  f l o t ............................................................................................ ..
me a no o f  *a e r n e l  d o c j ’i e n t
By ou t o f  n c h o o l  d i s c o . ¡ i o n s  w ith  :îîII o r  LMA a d v i s e r s . . . . . . . . .
By d i s o u s s i '  >ns i n  s c h o o l  vfith ÎÜII o r  1.BA n d v i o e r o . . . . . . . . . . . . .
At whole s t a f f  m e e t in g s  a t  which no KM o r  LBA a d v i s o r s  were
p r e s e n t ................ ................................. ..
At d e p a r tm e n ta l  m e e t in g s ............................................. ..............................
By p e r s o n - 0  c o n t a c t  w ith  t h e  H e a d . . . . . . . . . . . . . . . . . . . . . . . . . . . . •
3y p e r s o n a l  c o n t a c t  w ith  th e  Hood o f  D e p a rtm e n t ........... ..
Kevr p r e c i s e l y  wore t h e  o b j e c t i v e s  f o r  t h e  p r o j e c t  d e f in e d ?
Very p r e c i s e l y ................ .................... ......................................
F a i r l y  p r e c i s e l y . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
I n  g o n e r a l  t e r m s . . .......................... .. ............ ..
V a g u e ly .  ............. ................................... .. .........................................
Not d e f in e d  i n  any ‘’o r n a l i s c d  w a y . . . . . . . . . . . .
1
2
h
n
a
1
?
0 5 5 sow r e a l i s t i c ,  i n  your o p i n i o n ,  were th e  o f f i c i a l  o b j e c t i v e s  
o f  th e  p r o j e c t ?
The o b j e c t i v e s  a r e
l ix t r o n e l y  a m b it io u s  and u n o b t a in a b le  a s  o r i g i n a l l y  s t a t e d . . . .
Very a m b it io u s  and p ro b a b ly  u n o b t a i n a b l e ................ ................................. ..
Very a m b it io u s  b u t  o b t a i n a b l e . ••••••••••••••••••••••••«•»••••
M o d e ra te ly  a m b it io u s  and o b t a i n a b l e . ........... ...................................................
Hot very  a m b i t i o u s ............................. .. .................................... ......................................
1
2
at
k
5
056 Do you c o n s i d e r  th e  s t a f f  wore a d c o u n te ly  c o n s u l t e d  ab o u t  th e  
O .C .B .A . j .  " r o j o c t  b e f o r e  i t  f o r m a l ly  began i n  th e  s c h o o l ?
Don ' t  Know.. . . . . . . . . . . . . . 1
Yes
- 3 ^ 2 -
cr\

(;■)
Q37 T f  you .'in - ' rr‘d •Ilo® l o  tho  u r f'v:Lour. quo:;t i.on p loa i io  vo 
th e  reo *.on ; f o r  your ror>ponr»c i n  th e  box b e lo w .
Q58 ’..'hat do you s " o  nr. th è  n a i a  pu rpose  o f  th e  C . C . U . A . j .  
enquiry? (you nay c i r c l e  no may r e s p o n s e s  no you th in k  
a p p r o p r i a te )
To ch e ck  on s ta n d a r d s  o r  t h e  co v e r a g e  o f  th e  c u r r i c u l u m . . . . ,
l’o r  i n - s e r v i c e  developm ent o f  s t a f f . . . . . . . . ..................................... ..
To cx.’V’. in e  th e  c u r r ic u lu m  and h en ce  p ro v id e  i n f o r m a t i o n  f o r  
s c h o o l - b a s e d  p o l i c y  d e c i s i o n s . ......................................... ..
To p ro v id e  in f o r m a t i o n  f o r  IIKI o r  t h e  LTA on whicli th e y  may
bane l o c a l  o r  n a t i o n a l  p o l i c y  d e c i s i o n s . . . . . . . . . ............................
To make t e a c h e r s  more a c c o u n t  a b le  f o r  t h e i r  p r a c t i c e . . . . . . . .
O t h e r . ........................................................................................................................................
1
2
3
k
5
6
Q_r 9  Van th e  o v e r a l l  p la n  o f  th e  e n q u ir y  c l e a r l y  s p e c i f i e d  
b e fo r e  the  s t a r t  o f  Li:e e n q u ir y ?
Yen,  c l e a r l y  .ar.d i n  «let a i l . • 
Y e s ,  c l e a r l y  b ut n o t  in  d e t a i l . . . . . . . . . . . . . . . i . . . . •
f e n , but r.ot c l e a r l y * .  . . . . . . . . .  *•••••••••••••••••••
/bore van no r e a l  pl an i s s u e d . •
1
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How m.'iny mi> I. i n;':! convened mil. nT ••••nhool t o  d ir icn :» : C .C .Ii .A .O  
have you oI:tended?
Number
H.O.D. nv'otin^r» . * i t ________ f o r  my main
io a c l i i t i ;  . . a b j e c t
1I«0.T>. r.i a t __ __ _ . f o r  ny r .u b a id ia ry
nrc/i o f  roa;'orr>i b i l  \ ty  o r  to  o i ling  a u b jo c t
C .C .H .A . :.  3 t e  'v in e  C » i . l i t t o c  llnotinRII
Ken t i n  -r, oh tin; D .' . l .C . i n  _____ ____
Vue C o n fe r e n c e  a t  .»! ’.d:v Koch fo rd
H.O.D. m o o tin g s  a t  _____ ____  _ S c h o o l ,
O th e r  ( p l e a s e  s p e c i f y )
How i n c h  t in e  hav e you had to  d e v o te  to  t h e  C .C .T i .A . l .  en  u i r y  
.■ ■> f o r  •••¡d how d i f f i c u l t  h»n i t  neon 'o r  you to  f i n  I t ’i- t  t im e?
More t Lne .< di d , Linooi i b l o  t o  f i n d * ............................. ..............................
A lo t  o f  t in e , very Lcult Lnd..........................................................
A l o t  o f  t i m e ,  n o t  to o  H f f i c u l t  to  f i n d . . . . . . . . . . . . . . . . . . . . . . .
A m o d e ra te  nnt o f  t i m e ,  v e ry  d i f f i c u l t  to  f i n d . . . . . . . . . . . . . .
A m o d erate  r.rro.mt o f  t i n e ,  n o t  to o  d i f f i c u l t  to  f i n d . . . . . . . . . . .
A r e l a t i v e l y  rr -'.11 rr .ru n t  o f  t i n e ,  n t i l l  v e r y  d i  ' f i c u l t  t o  f i n d  
A r e l a t i v e l y  r-mnll •> -mint o '  t i m e ,  not to o  d i  T i c u l . t  t o  f in d » « » »  
ilo e f f e c t i v e  tim e r.yent on C .C .  . . . .  C. •
1
5
£
n(
P
u ..... y. u line n in v o l  ved i n  r i r ^ t i n j  .viy ’ ’r i t t e n  r u . t u r iu l  f o r
. .  . .  .  r<o . .  3'?
T '. vc  boon in v o lv e d  i n  t h e  d r i f t in g ;  o f :
' . a r t  o f  t  in d cy r ir tn o n t  ’l  .u tu te r e n t  cn ain.u find
oh,51 ctivv-.u...................................................................................................................
th e  whclo o f  th e  do; .r tm ont .1 .’ . t a t o - e n t  on uii.ifi and
o b j e c t : , v o n , . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
u fiummury o f  th e  remyon: e.n from v e - jo u n  nof.tber.’J o f  th e  
do; ir Li l e n t . .......................................................
th e  i i o,,!"'.- ii :e f o r  th e  I n —House Conf e r e n c o . . . . . . . . . . . . . . . . . . .  .
J’Oj or l . : ;  r>" •linen .ion..; h i r in , :  the  In»!!our.e C o n fe re n c e  •••••••.
1
h
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1 .
3.
k.
5.
Q68 Ho»/ v a l  i l i  «in! u :a- T u l a vo  U n; i lo ’ 'a v l.i i n n t n l  ta U in ic n  t o  n T  n im n  and 
o b ju c t i v c n  i'ormul.il. i ’ d l 'o r  C .C .Ü .A .C .?
To wliat ovla.-nt do you a/'roi; vU.ti Ilio followiiiQ ntatcMonln?
9.
io .
11.
lo  a ( j r r n t
C."
to  nomo
o t t o n i
to  a minor 
•- : t f .r  t
1501 >t
. 1 1
Ai: i r .  : v.d o ’) j o c t i v o r .  a r e  
in fov via i  from { .a n ch in e  
act.i  ” i t y
Tho f o r n u l a t i o n  o f  
o b jn c  t i v o a  nhonld bo 
clic m r a t  in 
C u rr jc u lu n  d o v a lo  :.K-nt 
and i d a n a i n s
Objoc; t t v  fi ovr ■ utft 
V 'j  dc:;roo i:o v.'hich 
rduc.- io.i l  o u t  cornea can  
bo r ra d je to < i
You e- n.iof. : nn 
n 'ue ’ io t ’ i l  osi .cono 
un1 ':. '. : ;■ -u a r o  e?«-:ir 
aboi’ t  ; "ur ob jc o t i v . ^ s
You ''••. o4' n i - , to  
o :lur : t  i  e o • X Ob J  oe i  i vo 
t  o 'no • ■ • y.rocinaon 
in  a l?  •' v.bjoct.*!
An o d ' n -  1 o.: ,’ i c '■ iv o  
i r  a  r .ta  ' .nont o f  i.ha 
' 'v i i  ' lie •».. r n e r  i n
........... ».
Í * -r • : 'i o ’ i  '■ ' r f:V',-atn 
'• l • o n;" f r i - . . t.i'-.in;"
'v ut-- o o f  i r w -  o c to d  
op o r i . i . j « s
foo'.!"i ;i  ; o j i  ■
" • ¡M I l o o
■ ,........ à i . !  r’i  •
ih  . • ho 
• *i :1 :  j; t? ;>n o r  t :> i o  ’ e■ . a • . ■
' • • e  t  \ v'. r.
' J* r - * ‘ ’ • i  ì"  * ■ ' : • •; 
' ’ i*cc !
'. t e  m
■
l.n  • j  r;t j v* fv • i \ •' : . t 
' ->voi«l !.hi> «!an» ;or o f  
r  » i  l.n'-e
(7)
!
! Il
-367-
( l ’o . l l  1 limi)
l)f,8 ( 01)11 t.i lltlOll)
to n gret
e x t e n t
!.o :;ono 
nt
t o  ;i n in o r  
e x t e n t
n o t  a t  
{ i l l
E d u ca tio n  i n  a  l i f e  io n ; '  
p,-o o o ss  to  1 j c)t t '  lv.iinal 
goal;.: c a n n o t  ho ( i t . t r ih u te d
A »ubject: ( V o . i r ln « n t  e n n o t  
f u n c t i o n  ¡‘i y  v i t h o u t  a 
c lr i ' ir  n o t  o f  o b je c t i v e . ' -.
Inch  l e a ;  .on .xhauld have a 
c l '  ii- ; I. o f  o b j e c t i v e s
J ' lu cati  1 b j c c t  ivoi  1 ihoul d 
t n r.«?t  n • • t?.on«*xl l y
vluo i t i o n o l  o b j e c t i v e s  ”il.d 
't ’.eo ” a.-jH t h e  noedn o f  s o c i e t y  
• ■ ’ th e  -• eon  o f  in  'w etry
A l l  o b j e c t i v e s  cannot be stated 
-  t e a c h i n g  i s  to o  c o n n le x
.69 How vr l i d  and • 1*. v  th e  a n a l y s i s  <>.’ t i l t  e i g h t  u m a s  o f
r i e r c - V
To i t  ("■ 'int I'onri .ho a re a  o f  e x p e r i e n c e  c h e c k l i s t  (.11) 
e n a b le  i  • a c h e m  to
to  a a r e s t  
e x t e n t
to  rio.ro 
e x t e n t
to  r. : i i i ;o” 
e v t » n t
le t  a t  
e l l
; 0 '•? CO) r«?nt 
o lo
„ 1 ,U3
/.'w/i.'o *0 ¡ i v
r  ; t: i l a  1 '
: M  *0*0 * :j
Co i * >ro
• 0 0 . t  i r.;o
l.'-e; V. .1 an cr  0 ." p u p il  
i C ' . i v i t i e ; ;  i n  j e r n n o c t i v e
Id,. . f t  fy  , lyn in  t he
c i r r i c u l u n
1 "ITd iV  ■> f i e i l "  OV/n 
c o n t r i b u t i o n  and h''nce 
1 •■eove t ' ,e  i r  tier >lo
-36O- (con timiod)
Q69 ( c o n t in u e d )
t o  a /'rent 
e x t e n t
to some 
e x t e n t
to  a minor 
e x t e n t
not 1 
n i l
7.
C o -o r d in a te  p u p i l s  l e a r n i n g  
more e f f e c t i v e l y
8.
A .•••«•.• ¡a q u a n t i l . .11.a v e l y  th e  
c o n t r i b u t i o n  o f  t h e i r  s u b j e c t  
to  each  o f  the  8 a r e a s
9-
D e f in "  the  t o t a l  c x i j o r i c n c c  
o f  an i n d i v i d u a l  p u r . i l  i n  
th e  .".etiool
10 .
F > c s c r i h o  th e  m o u n t  o f  
l e a r n i n g  t i r .e  ci-.ch p u p i l  
should s , .end on v r i o u a  
s u b j e c t s
Q70 './hat were th e  d i f f i c u l t i a s  e n co u n te re d  in  the  c o u r s e  o f  th e  
e n q u ir y ?
r i o n n e  i n d i c a t e  th e  p o t e n t i a l  s < r i o u s n e s s  o f  each  o f  t h e  
iii f  f i c u l t i < J 3  m entioned i n  th e  t ' b l e  b e lo w .
Very 
So»-:! ns ' j ? r  5 ouo
Observed b u t  
riot s e r i o u s
Hot
o' Of
Long u i s t ;  acf s  betw een the 
c c h o o l«  in v o lv e d  o r  to  go 
to  me t i n g s
D i f f i c u l t y  in  i o c  i :. i : i [ j  LEA 
v/hen vmntod
7S~ s c h o o l  i s  . - . t i l l  
r e o r .  n i s i r . g  and “or: ;ul a t in g  
. o' i c y , a ■ o n *  th i n k  
... ... .. j m _ t i i l e d
I .e t iv  L? on i s  red uced  by th e  
''•O', . i s o  on! t h r e a t  to  
f in d  j o b s
Tils s  ■-r -r no t  . . la d o o n ly  
: Itlil| l.d.. I v i s e r «  mid 
fi" ch e r : i
b i T ilin '!  t i  or. w ith  th e  lan|,n- i 
1 e v f ] used
« 1 j n i f i c  ut r ! : r ••• n c c i j  1 n 
' In» :; hot'./ern Mil« LEA advinrrr
; t* .T h o rn
> i0-
( emit i mi' '0
v. TUj
q y o  ( c o n t i n u e d )
8.
10.
11.
12 .
13-
Very
'loriou :;
.' »or io' ;h*«1 ()li.;i rvorl bill; 
n o t  n o r io u n
Hot
o b serv e d
D is s i i t e s  about e d u c a t io n  
between p o l i t i c  i ant. l e a d  
t o  co n 'u n io n
P r e s s u r e  from p o l i t i c i a n s  
on cu rr icu lu m  p o l i c y
In a  iu'ii.uicy o f  r '■ ouv(!03 
f o r  t 1 or. 'u i r y  o .g .  s u p p ly  
t e a c h i n g ,  s e c r o t e r i a l  h e l p
The p r o je c t  in  too much 
c e n t r a l i s e d  a t  I..1A,
:a ; i  l e v e l
Hot cnou ii co—o r  din a t  i o n  o f  
people in d i f f e r e n t  r o l e s
1  ch o ' co  a ion u n d e r s ta n d in g  
or. o b j e c t i v e s  f o r  the  
o ;r u  i r y
Lncl; on n^ r::^ r.’.pnt on ob je c t iv cc  
f o r  the  cnq»iiry
Su. o r t  and a d v ic e  'sere  n o t  
ad o-in  te
The e n qu iry  has  been 
lo p 's  s r . te d  to o  f a c t
I.V'de p late  con :, ic ier  t i o n  
o f  problems en co u n te red
Ieo'.'.lt: in  hey r o l e s  have n o t  
devote •! ■ .tough energy/
' n ’dm i ;  ::n to  the  e n q u ir y
I n s u f f i c i e n t  rew ards f o r  
p a r t i c i p a t i o n
1  eh o f  , o r s i s t e n c o  by 
those  p ro n o t in g  the e n q u ir y
Unde:— .ending o f  th e  p r o j e c t  
i s  too r i g i d  and narrow
U ndcnt- 'ri 'l ln .*  o f  th e  p r o j e c t  
ir; too ] oor.c '-.nd brood
The enqu iry  has been 
i npl oriented to o  s lo w ly
Inadequate com m unication 
about the  p r o j e c t  th rou g h  
the whale s c h o o l
-3 7 ° -
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Q71 To v/lwil oxtont bavo ,7011 oxporienoulbonef i t  fr OM tho foli oui n(^ 
in  tlio  A .(5 <:ni|HiryV
to  n ( j r c a t  
o x to n t
to  cono 
o x to n t
to  n minor 
o x to n t
not 
nt a l l
Meotiuun w i th in  doportm cntn
l l c c t i n  wj.tli o t l i o r  dopar tniont:;
11 v t in : ;r>  v;ith t o c c h e r à  f ro n  o t h o r  
nchooln
l lc c t in ; ; : ;  w ith  KKI/hlA ndvirorr:
In cro i .n cd  u n d e ra to n d in e  i n  your 
o’/n n u h je c t  a r c a
In cro a n o d  u n d e ra tn n d in e  o f  «•/hole 
c n r r i c n l u n  inanen
Con f i r n  t i o n  o f  e x i a t i n / ;  p r r . c t i c e
In fo rm a i  d i s c u s s i o n s  i n  th e  nclnol
Q72 7ho follov/in;;  r.ro im p o r ta n t  o lo n o n tn  i n  a  a tra t c j^ y  Tor
i n p l c n o n t i n ’  a  . r o j o c t .  7o  ■ ’h a t  o x to n t  wur*! th o o c  o lo n e n tn  
empii-s i a c d  in  t h c  C.C.n.A.I p r o j c c t ?
to  a  f ; r o - t  
o x to n t
t o  nomo 
o x to n t
t o  a  minor 
o x to n t
not n t
a l l
7h.- b e l i e f  f l in t  p e o n ie  OU;;ht 
t.o he alile to c o i v o  t h e i r  
ovn problem a and '~o
t l  i s ..........  i c c i o i  m n
with minimum o n t c ic le  
j  n t e r f  arance  or  a n a ia te tn ee
C o n t r o l ,  p a r t i cipntion and 
d o c in io n  mnkinß by to a c h o ra
nj n a iv e  to  s  shool ne b ,  
eu t :  :i.o and ■/ialini
••/i.’c* j-twituric 'o r  i n d i v i d u a l  
c : ; 0 i  0 e. and i n i t i a t i v r
• • t : onn] u ld  bo 
.''trot’ T^ y adh orivi t o
Involvo: • it ir.'l d i r e c t i o n  by
top : .’i.-.i r.in t r a f o r a
•
" a a o t i c . i  ‘o r  f a i l i i r e  Lo confa i ' :  
to p r o jo o t  p ro ce d e rò ; ;
’ 0 o f  1 i r o  n i  e c  ’ 
! i.'uin.iT;!
.................. - j .
-J7 1
072 ( c o n t i n u e d )
10.
11.
12.
13.
lb.
15.
16.
9-
17.
18.
19.
20 . 
21.
to  a tfrout 
o x to u t
to  ¡501.10
e x t e n t
to  a minor 
e x t e n t
[lot ut 
a l l .
Maximum u s e  o f  o i l  p o o ' i ib le  
a p p roach es
.V.-rch f « r  iv:w ir'rj-ir: from an 
:r.r»ny i c o«'lo> rn  p o s s i b l e
d r e  d <i- “i i r i  Mon o f  ;o.oln
••*v* ’occdnrcw
01o-.r c’n f : .  l i U o n  o ' o b j e c t i v e s
Cnru.'v.l ■•-•v' - . p o o i ' i c  .T a n n in e  
i n  r l o t f i i l
iTrcl1. i '-uon o r v o r  • ».rii'iori
I d .m i l  f i e  . io n  id y.:o o f  
f c r . io l  : rid i n ' o r ” : . !  l e a d e r s  
or  the p r o j e c t
U:;' o '  r;_ i c : .■•li.otiJ to p ro v id e
:•••!• or.u r. \ ' o r t
i .o jo r  ''■ '"fo rt t o  un'i'v.".t nd 
eh< ire • - ( tu  1  i Vr t i o n
■’ • l'i'om  t ! ie  o r g a n i s e r s  
«.a the  p r o j e c t  c oer’ a lo n g
Advanced com m unication  o f  p la n s  
f o r  th e  p r o j e c t
I’ro f ir e s s  r e p o r t ;  o f  a c t i v i t i e s  
u n d erta k en  by a l l  CCHAG s c h o o ls
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I
to  n /;roat 
oxtout
1.0 .¡Olio 
oytent
to a minor 
ex ten t
[lot ct 
all.
Maximum use o f a l l  p o ssib le  
approaches
.>.-rc!i f r.r ? i':v/ i  **o • '• f row an :r..->ny • cot'll m prv.'v.lblo!>ro- rt d.- rini !;5 on ofOpormcr.n to podofinin;: ;:o ;ilc ■ ;v’ ‘OOCdnroS
'l l  ear c’nfi. l i t io n  o ' o b je c tiv e
C ir-j.'u l •„•t 1 - .-s c i . 'ic  , l.'i’V 'in" 
in  d e ta i l
J''ry.'.hi fie  ■'.xon id u.;o o f 
for.r'1 • r::l :’ n 'o r -: 1 lce-'oro 
or the p ro je c t
V.r- o '  • c ■ l i s t s  so ;ro"ii!o -V r*". i fiv ■ o rt..•.•.¡or o'*fort to no- r.-.t nd chore * • c tu 1 si tu; tion
f ro m  t h e  o r n a n i s e r s  
«.a t h e  p r o j e c t  rroer. a l o n p
A d van ced  c o m m u n ic a t io n  o f  p l a n s  
f o r  t h e  p r o j e c t
P r o g r e s s  r e p o r t r  o f  a c t i v i t i e s  
u n d e r t a k e n  by a l l  CCHACJ s c h o o l s
a ? )
Q73 H ave you  r e c e i v e d  t h e  LEA c i r c u l a r  on a s s e s s m e n t ?
YeG.
N o . . 2
1
I F  YOU ANSWERED 'NO' TO THE PREVIOUS QUESTION 
PLEASE GO ON TO Q76.
Q jU  How c l e a r l y  a r e  t h e  p r o c e d u r e «  you a r e  a s k e d  t o
u n d e r t a k e  n p c c i f i e d  i n  t h e  a s s e s s m e n t  d o c u m e n t?
C l e u r l y ,  a n d  i n  d e t a i l . . . . . . . .
C l e u r l y ,  b u t  n o t  i n  d e t a i l . . . .
Not d o u r l y .
1
2
3
Q75 How comprehensible are the concepts used in the
document?
C o m p r e h e n s ib l e  a n d  i n  a fo rm  I c o u l d  u s e .... . . .
C o m p r e h e n s i b l e ,  but n o t i n  a fo rm  I could use... 
I n c o m p r e h e n s i b l e .
1
2
3
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CCIfAG
( l 'O
How c o m m it te d  a r e  y o u  t o  t h e  C .G .H .A .U  e n q u i r y ?
To w hat e x t e n t  do you  u g r e c  w i t h  t h e  f o l l o w i n g  
s t a t e m e n t s
t o  a  g r e a t  
e x t e n t
t o  some 
e x t e n t
to  a  m in o r riot 
a t  a l l
I  do n o t  w i s h  t o  
p a r t i c i p a t e  i n  t h e  CCHAG 
e n q u i r y
I  am a s  y e t  u n c e r t a i n  
a b o u t  t h e  o v e r a l l  b e n e f i t  
o f  th e  e n q u i r y  t o  t h i s  
s c h o o l
I  f e e l  t h a t  I  o u g h t  to  
p a r t i c i p a t e  b e c a u s e  i t  
m ig h t  l o o ! ;  b a d  i f  I  d i d n ' t  
and m ig h t  r e f l e c t  on me o r  
t h e  s c h o o l
I f  th e  s c h o o l  i s  c o m m it te d  
t o  CCRAG, th e n  a l l  t h e  
t e a c h e r s  h a v e  an o b l i g a t i o i  
t o  p a r t i c i p a t e  a l s o
,
1  f e l t  e n c o u r a g e d  t o  
p a r t i c i p a t e  b e c a u s e  
1 1 . M .I  and L . i i . A  
a d v i s e r s  a r c  a s s o c i a t e d  
w i t h  t h e  e n q u i r y
A l l  s c h o o l s  s h o u l d  be 
r e a p p r a i s i n g  t h e i r  
c u r r i c u l u m  c o n t i n u o u s l y ; 
C . C . R . A . G  s u g g e s t s  a 
method f o r  d o i n g  t h i s
The m e th o d s  o f  r e a p p r a i s a l  
u s e d  b y  C . C . R . A . G  a r e  
p r o v i n g  u s e f u l  a n d  h e l p f u l  
t o  a l l  c o n c e r n e d
C .C .H .A . G  h a s  hnd 
u n a n t i c i p a t e d  b e n e f i t s  
c . g .  v a l u a b l e  d i s c u s s i o n s  
b o th  i n  and o u t  o f  s c h o o l ,  
p r o v i s i o n  o f  i n f o r m a t i o n  
on a s s e s s m e n t , e t c .
I  f e e )  t h a t  a l l  e c h o o l n  
s h o u l d  e v e n t u a l l y  becom e 
i n v o l v e d  i n  C .C .H .A . O
-37'»-
PART V
SUT 3 'ARY
IT vou wish to  a G e n e ra l .-.Internent p le a s e  .mower, i n  th e  upuco
provided • th e  fo llo w in g  q u e n tin n n .
37? V/ii.it do you boo aa  your ovm p a r t i c u l a r  c o n t r ib u t io n  to  th e  
te a c h in g  in  t l i i a  .sch oo l?
Q78 How n a t i n f i e d  a r e  you w ith  th e  p r e s e n t  o r g a n is a t io n  o f  th e  
s c h o o l?  P le a s e  e x p la in  th e  re a s o n s  fo r  your f c o l i n g 3 .
Q79 ¡low s a t i s f i e d  a re  you w ith  th e  pro ’e n t  te a c h in g  in  th e  
s c h o o l?  P le a s e  e x p la in  th e  r e a s o n s  fo r  your an sw er.
V/lrifc jnirjo:lino the jOfiiuiir»!' of courueu ft»- you?
V/hat p a r t  do you ta k e  in  th e  p la n n in g  o f  c o u rs e s?
V/hnt g e n e r a l  p r i n c i p l e s  a r e  in v o lv e d  i n  p la n n in g ?
Uhat p o r t  have you ta k e n  in  th e 'l .k .A .n  e n q u iry
Whafc '!'■> "o u  s e e  iu; th e  p u rpose oT th e  C .C .R .A .G  
e n q u iry ?
SUMMARY
O )
085 Which i i is u c i !  hove been  r a i s e d  in  th e  sc h o o l nn o. 
r e s u l t  o f  th e  C .C .H .A .G  e n q u iry ?
Q85 i'ow s a t i s f i e d  a r e  you v.'ith th e  o r g a n is a t io n  o f  th e
CCHAS e n q u ir y  c i t h e r  in  ;c n o r n l  o r  in  t h i s  r .ch o o l?  
P le a s e  (_'ivo r e a s o n s  fo r  y ou r an sw er.
• . l
--ill-
Dnto o f  c o m p le t io n :
Tlmnkvou very much fo r  com pleting thin  tiuostionnuiro •
Will you plcane retu rn  the completed questionnaire by divine i t  to 
no p ersonally , or by p ln cin c in  the box below the C .C .K .A .'I. n otice  
board in the staffroom .
I f  you have any fu rth er views or re a c tio n s  to the planninc o f courses 
the C.C.H.A.G enquiry p lease n ta tc  them bciow or o v e r le a f.
R. M. Canadine 
December, 19^0.
or
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A H V JID IX Xh
CHOi'l -  Ilü'ViÜ'.AriON/DiäjCHIlTION
The Cane S tu d y  S ch o o l -  In fo rm a tio n  / D e s c r ip t io n
A ACCOMMODATION
( i ;  P o p u la tio n  1979/80
( a ) No. o f  p u p ils
0 >) No. o f  te a c h in g  s t a f f
( c ) No. o f  a n c i l l a r y  s t a f f
Sep t. 1979 Sep t. I 98O
904
49 + Head 
13
884
47 + Head 
13
(d) No. o f  pupils / year
1st Yt .
2nd Y r.
3rd Y r.
4 th  Y r.
5 th  Y r.
6th  ( 1 s t  Y r . ) 
(2nd Y r . )
Sep t. 1979 Sept. I 98O
179 I 68
168 185
l è i 176
192 I 63
204 192
- -
( e )  Catchm ent a re a
School D escription Intake
S e p t. 1979 Sep t. 1980
A Rural / commuter 26 29
B Rural (earthy.1) 5 10
C Rural -  church school 9 1 1
D Church school -  town 14 6
E Church school -  ru ra l 6 7
F Rural -  very popular school 25 27
C Town -  "Good" housing e tc . 34 35
H Rural 17 13
I Town -  church school/deprived 
compared with remainder 27 17
« Out o f catchment area 16 13
(a )  Academic S tru ctu re
Deputy Head -  Curriculumi convenes meetings o f Heads o f Department. 
Heads o f Year, e t c .  are in v ited  and attend these meetings.
Major departments â ig lis h  and drama 
Maths
Science -  no HOD, elected  convenor
( r e f le c ts  s itu a tio n  a t  ré­
organisât ion/amalgamat ion)
Languages 
S o c ia l Studies 
Technical Su b jects
Music -  Head o f Department organises 
p e r ip a te tic  music tea ch ers .
Art
Remedial Su b jects
Business Studies -  1 teach er works
c lo se ly  with S o cia l 
S tu d ies.
PE / Carnes
(b ) P a sto ra l S tru ctu re  
Head o f Year 5 
Head o f Year
Head o f Year J
Head o f Lower School yrs 1 and 2 -  responsible fo r  Primary School
l ia is o n .
A ssistant Head o f  Lower School
A ll teach ers have p asto ra l r e s p o n s ib i l i t ie s ■ a l l  people with s p e c if ic  
p astora l r e s p o n s ib il i t ie s  are a lso  tea ch ers , who spend a lo t  o f th e ir  time 
teaching.
(ii) Organisation Pattern
_100_
There in  a Deputy Head with s p e c if ic  p asto ra l r e s p o n s ib i l i t ie s ,  but th is  
i s  a r e f le c tio n  o f the s itu a tio n  a t  the tim e o f amalgamation/reorganisation 
in  1977 , ra th e r  than school p o licy .
( i i i )  Q u a l i t y  o f  acco m m o d atio n
(a ) A plan of the school -----------
(b ) Number o f classroom s 35
Number of la b o ra to r ie s  5 + Rural Scien ce  Room
Number of prep, rooms 2
Number of workshops 3
Drama f a c i l i t i e s
a v a i l a b l e  u s e  o f  m ain  H a l l
Sp orts f a c i l i t i e s  Sp orts H all______
G ym nasium _________
Sp ecia l f a c i l i t i e s j
L a n g u a g e  L a b o r a t o r y  — c o n v e r t e d  room w it h  lo o p  s y s t e m  
R u r a l  S c ie n c e  Room
Temporary accommodation -  6 demountable classroom s — one
converted fo r  use as a workshop.
( d )  D a te  o f  b u i l d i n g  i 960 / 1970
(e )  Proposed a lte ra tio n s/
extensions _____ - ______
( f )  P l a y i n g  f i e l d s Good and  e x t e n s i v e
'TEACHING
( i )  D i s t r i b u t i o n  o f  t e a c h e r s
( a )  In  d e p a rtm e n ts
1980 Faculty Department N o . o f  teach ers
English 5 + Head + Deputy Head
Maths 6 + Head o f Lower School
Science 6 6
Languages 3 3
S o c ia l Studies 5 + Deputy Head
Business Stu d ies 1 1
Technical Su b jects 6 + Deputy Head
Remedial Education 3
Music 1
A r t 3
PE / Games 1*
(b ) holding p o sitio n s o f re s p o n s ib ility
1980 Grade/Scale No. o f  teachers
I 8
I I 1 5 + 2  protected
I I I 1 3 + 1  protected
IV 1 + 1  protected
Senior Teacher 3
Deputy Head 3
Head 1
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(ii) Categories of teachers
Category No. o f teach ers
Remedial 3
With P a sto ra l (3  Heads o f Year
re s p o n s ib ility ALL (1 Head of Lower School
( l  A ssistant Head o f Lower School)
Su b ject s p e c ia l i s t s ALL
Others
( i l l )  P u p i l s  a t t a in m e n t s
( a )  E x a m in a t io n  R e s u l t s  1980
Exam . No. o f p a s s e s No. o f Exams, 
entered
N o. o f  pupils entered
A Level _ _ _
0 Level 225 17  su b je c ts 8 l  pupils
320 su b je c t e n tr ie s
CSE Grade 1 166 22 su b je c ts 15^ pupils
1255  su b je c t e n tr ie s
CSE Grades 2 -5 877 22 s u b je c ts 15 ^ pupils
1255  su b jec t e n tr ie s
(b ) Other examinations
M u s i c A larg e  number o f ch ild ren  take Royal School o f  Music 
Dance J exams a t a l l  grades, playing a wide range o f instruments 
R .S .A .-  Typing / N.A.M.C. W elfare.
( c )  Awards
Sports Foo tb all 1 A th le tic s  1 Cross-Country 1 Trampolinlng 
Competitions Major Award Winner
Nat-West "P r o je c t  Respond”
( i v )  Q u a l i t y  an d  s t a n d a r d s  In  t e a c h in g  
( a )  Q u a l i f i c a t i o n s
Q u a lific a tio n No. o f  S t a f f
PhD 1
M.A./M.Sc. in  s p e c ia l is t  su b je c t 1
M. Ed. 2
B.A./BSc. (Hons) in  s p e c ia l i s t  su b ject 11
B.A./BSc. (Gen) in  s p e c ia l i s t  su b jects 3
B.Mus. 1
B.Ed. 5
Teaching C e r t if ic a te 19
P.G.C.E./Dip. Ed.
Advanced Dip. Ed. 1
Associate/Graduate o f p ro fessio n a l In s t itu te  A.T.D. 2
Craft C e r t if ic a te 1
S c o ttis h  M.A. (General Degree) 1
( b )  T r a i n i n g  i n  s e r v i c e
T yp e o f  C o u rse No f f
1977 1978 1 9 7 9
On seco n d m en t 1
I n - s e r v i c e  -  s u b j e c t  c o u r s e
-  m anagem ent c o u r s e 2 2 2
E x t e r n a l  c o u r s e 11 if 3
( c )  N o. o f  p r o b a t i o n a r y  (NQT) t e a c h e r s
- 3fVt-
( d )  G ro u p s  /  C o m m itte e s  m e e t in g  r e g u l a r l y  i n  t h e  B c h o o l.
Group Personnel Involved Venue and 
Frequency 
o f meetings
Area o f
R esp o n sib ility
Senior
Management
Head + 3 Deputies + 3 Sen io r 
Teachers + Head o f English
Heads Room 
Mondays
4 .0 0 -3 .3 0
General School P o licy  
and i t s  Implementation
Heads o f 
Department
Head + Deputy (Curriculum) + 
Appropriate Year Head + HODs
As Approp­
r ia te  
Ju n ior 
Library
C u rricu lar P o licy  
and Implementation
S ta f f
Meeting
All Approxima­
te ly  each 
■§• term
Discuss i  on/Informât i  on
Year tu to r  
Meetings
Head o f Year/Form Tutor As Approp­
r ia te
(e )  Job d escrip tio n s ( i f  a v a ila b le ) fo r  p o sitio n s o f re s p o n s ib il ity
Were p art o f o r ig in a l handbook. Revision o f th is  was to  be 
undertaken in  the Autumn Term I 98O -  not done because Deputy 
i l l /  CRAG, e tc .
( f )  Methods o f teach ing and grouping 
e .g . banding/setting/M.A. groups.
General stra te g y  fo r
lst/2nd Year: Remedial Group withdrawn fo r  28 periods 
Maths -  Setting .rem aind er mixed a b i l i ty
3rd Year: S e tt in g ____________________________________
4th/5th Year: Course options____________________________
6th  Form: _________________ ~______________________
(g) In teg rated  courses used in  the school: Year 1 -  In tegrated  
Humanities. Years 1 and 2 Combined Science 
Years 4 and 5. Family. Home and Work.
(h ) So cial/ P erson al cou rses: Years 4 and 5 Family, Home and 
Work/Practlcal S k i l l s .
( i )  U n stru ctu red  tim e : ( e .g .  fo rm  p e r io d s )  2  form  p e r io d s
w eekly -  r e p la c in g  a s s e m b lie s .
( j )  S t a f f  handbook: ( i f  a v a i l a b l e )  out o f  d a te  now
SUPPORT FOR TEACHING
( i )  P e r s o n n e l
Number o f  s t a f f
A ides in c lu d in g  te c h n ic a l
C l e r i c a l
S u p e rv is o ry
4
4
5  x  M id-day A s s is ta n ts
( i i )  P h y s i c a l
( a )  B o o k s/ sta tio n a ry
p re s e n t p o s i t io n : u n s a t is f a c t o r y
a llo w an ce  ( c a p i t a t i o n ) ?  _______________
( b )  M ech an ical a id s  No re s p o n s e
( c )  A u d io -v isu a l equipm ent No resp o n se
SERVICES FOR PUPIIS
( i )  C o u n se llin g  f a c i l i t i e s  No d e s ig n a te d  c o u n s e l l o r ; -  form
T u to rs/ Y e a r  H eads.
( Ü )
( i i i )
F re e  sch o o l m eals Number/week. No re sp o n se
E v a lu a tio n . Record c a rd  (exam p le)
o p tio n  a d v ic e  4 th  Y ear 
6th  Form
a v a i l a b l e
p ro s p e c tu s .
OUTSIDE ACTIVITIES
( i )  E d u c a tio n a l v i s i t s  to
(a)
( * )
(c)
(d)
(e)
mure urns London t o  v a r io u s  Museums -  e .g .  D ec. 1980
The a t  re/mus i  c / a r t s  Annual v i s i t s  t o  S t r a t f o r d  -  2  I n  1 9 8 0 - 
R e g u la r  v i s i t s  to  Clwyd.
C h ristm as th e a t r e  v i s i t  -  lo w e r s c h o o l 
and p a r e n ts .
V i s i t s  to  H a lle  e t c .
p h y s ic a l  r e c r e a t io n  County s k i - in g  t r i p  F eb . 1 9 8 0  
I c e  s k a t in g  e x p e d it io n s  
H i l l  w alking
V i s i t s  to  Wembley -  F o o tb a l l
V i s i t s  to  Wembley -  Hockey
V i s i t s  to  Wembley -  A t h le t i c s
swimming Wrexham B ath s
p u p ils  c o u rs e s
( f )  t r i p s  abroad
Annual y e a r  one v i s i t  to  Menai -  Autumn 
te rm .
Annual y e a r  two v i s i t  t o  F l e e t  -  S p rin g  
te rm .
I 979- I 98O E d u ca tio n a l C ru is e  Summer 1980 
V i s i t  t o  P a r is  O ctob er 19 8 0  
P r o je c te d  v i s i t  t o  I t a l y  Summer 1981
SERV IC ES TO PARENTS
( i )  Home / s c h o o l  l in k s
a )  p a r e n ts  e v e n in g s  2 p e r  y e a r  group p er annum. 2 y e a r ly
C a r e e rs  C onvention
b )  P .T .A . One "E v e n t"  each  month / 6x f u l l  com m ittee
m ee tin g s /AGM.
R e g u lar Bub-committee meetings
( i i )  c o n s u lta t io n / c o m p la in ts  f a c i l i t i e s  Approx. 5 L o n er S ch o o l
" C l i n i c "  ev en in g s
p lu s  P a re n ts  come when th e y  need
( i i i )  E vening v i s i t s  t o  each  o f  th e  n in e  c o n tr ib u to r y  P rim ary  
S c h o o ls  t o  meet p r o s p e c t iv e  p a re n ts  ( J a n .  -  F e b . a n n u a lly )
Plus evening v is it  of new parents and their children to
th e  s c h o o l .
( i v )  R egu lar news b u l l e t i n  to  p a r e n ts .
SCHOOL GOVERNMENT
( i )  G overning body
Membership ^ County C o u n c i l lo r s .  ¿4- Borough C o u n c i l lo r s .
2 c o -o p te d  members. 2 t e a c h e r s .  1 prim ary Head.
(H ead a tte n d s  -  does n o t v o t e ) .
Frequency o f  m e e tin g s  1 p e r  Term
Venue S c h o o l
Chairman County C o u n c il lo r
( i i )  O ther o u ts id e  c o n t a c t s  G overnors in v i te d  t o  a l l  s ch o o l fu n c t io n s  
and r e c e iv e  b u l l e t i n  -  a s  do " f r i e n d s "  o f  th e  sc h o o l. 
S c h o o l b e lo n g s  to  E H u catio n / ln d u stry  Group.
PUPIL INSTITUTIONS
( i )  Sch oo l C o u n cil
Venue ________________  ~~_______________________  -
Frequency o f  m e e tin g s  __________ _____
Membership __________---------------------------------------------------------------------
C h a ir m a n __________________ _______________________________________
( i i )  o th e r  M e e tin g s  o f  Form R e p r e s e n ta t iv e s  from tim e  to  t im e , e . g .
t o  d is c u s s  p ro v is io n  o f  c o f f e e  f o r  y e a r  5. t h e i r  id e a s
f o r  C h r is tm a s , e t c .
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!» o n ly  
Thank you
Woman Y ear groups to  w h ich  you have a  te a c h in g  
commitment
2 . S u b je c t s  ta u g h ti
In v o lv em en t in  p a s t o r a l  o r g a n is a t i o
4 . In v o lv em en t in  th e  c a re e rs / g u id a n c e  programme:
Have you been  employed in  work o th e r  th an  te a ch in g ?
I f  'y e s '  p le a s e  s t a t e  b r i e f l y  th e  n a tu re  o f  employment and 
ap p roxim ate  le n g th  o f  s e r v i c e  ( in c lu d e  ¡2.1 F o rce s  and 
v a c a t io n  work)
F u l l  tim e
P a r t  time
Loes your te a c h in g  b r in g  you i n t o  c o n t a c t  w ith  o eo p le  in  
o t h e r  ty p es  o f  employment?
chemc3 o f  p a r t i c i p a t i o n  o fHave you tak en  p a r t  in  any 
te a c h e r s  in  in d u s try ?
Here E lse w h e re
le s s o n s ?
its  re g a l’d in , : o p tio n  c h o ic e s
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10.1 know ledge o f  i n l u s t r y  throu, 
1C.2 knovilcdjpu o f  in d u s tr y  throu,
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1. ATIC PV Til!. ! RO.TVCT
The rol l o w in g  were a g re ed  a s  th e  aims o f  th e  P r o j e c t  a t  the S t e e r i n g  
Committee m e e tin g  on 16 March 1977 .
" I t  i s  in te n d e d ,  by means o f  a p a r t n e r s h i p  between the s c h o o l ,  
th e  LEA and th e  DEG, to  examine the  second ary  sch o o l  c u rr icu lu m  
f o r  p u p i l s  between the agon o f  1 1  and 16 so »3 to  d eterm ine  th e  
e x p e r i e n c e s ,  knowledge and s k i l l s  which c h i ld r e n  need in  o r d e r  
to  p r o v i d e  f o r  t h e i r  e d u c a t io n  a s  i n d i v i d u a l s ,  and a s  p r e p a r a t io n  
f o r  s o c i e t y  and f o r  w o rk ."
The c u r r ic u lu m  ha? been d e f in e d  f o r  th e  purposes o f  th e  p r o j e c t  aa 
th o se  e le m e n t s  which th e  s c h o o l  d e l i b e r a t e l y  in te n d s  t h a t  p u p i ls  
should e x p e r i e n c e .
The p r o j e c t  i s  one o f  c u r r i c u l a r  en q u iry *  the outcomes cnr.not t h e r e f o r ?  
be p re d e te rm in e d .  The s c h o o ls  th e m se lv es  w i l l  be m o n ito r in g  th e  
e v o l u t i o n  o f  t h e i r  own c u r r i c u l a  over th e  n ext few y e a r s .  I t  i s  hopes, 
t h a t  t h i s  e n q u iry  w i l l  o f f e r  s c h o o ls  in  th e  p r o j e c t  more p r e c i s i o n  in  
t h e i r  c u r r i c u l a r  p la n n in g .  The in s tru m e n ts  o f  a n a l y s i s  art- l a r g e l y  
b e in g  c r e a t e d  by th e  in d i v i d u a l  s c h o o ls  and t h e i r  s u b j e c t  d ep a r tm e n ts .  
A f t e r  t h e y  have d e f in e d  them, i t  i s  hoped t o  make them a v a i l a b l e  to  
th e  o t h e r  s c h o o ls  in  to  h e lp  them look a t  o r  re p la n  t h e i r
p r o v i s i o n .
A number o f  id e a s  about th e  s 
e x p r e s s e d  by the I n s p e c t o r a t e  
P u b l i c a t i o n s  Group and th e  su 
S e r v i c e  a r e  working to  a simi 
s t r u c t u r e .  I t  i s  in ten d ed  to  
a v a i l a b l e  to  trie s c h o o ls  in  w 
comment on th e s e  s ta te m e n ts  i 
s i g n i f i c a n t  a s p e c t  o f  the  pro 
c o n t r i b u t i o n s  from a l l  t c a c h e  
t h e i r  p r o f e s s i o n a l  c a r e e r s ,  
f u t u r e  p l a n s  a r e  in d ic a te d  be
t r u c t u r e  o f  *he cu r  
through th e  f ind  in 
b j e c t  co m m ittee s ,  
l . r  b r i e f  to  exprès 
make the  th in k in g  
r i t t e n  form and to 
n the l i g h t  o f  thoi 
j e c t  i s  t h a t  i t  i s  
ro in c lu d in g  those  
The p r o g r e s s  o f  the 
low.
r i c u lu r .  have been 
gs  c f  the C u r r i e r ! ue 
1 s Advisory  
s t h e i r , v i e w  o f  t h a t  
o f  thj>oa ¿croup» 
i n v i t e  t e a c h e r s  to  
r  own e x p e r i e n c e .  A 
d esigned  to  encourage 
a t  the  b e g in n in g  o f  
p r o j e c t  so f a r  and
2 .  A ran . -  i r»77
Deputy Heads i n  a l l  th e  p r o j e c t  s c h o o ls  have a n a ly se d  t h e i r  1 9 7 6 -7  
t i m e t a b l e s ,  as  w ell  an s t a f f  and pupil deployment to  e s t a b l i s h  
o r g a n ic  i t  ifinal b a s e - l i n e s .
Each s u b j e c t  departm ent has an alysed  a r e l a t i v e l y  sm all  segment o f  
t h e i r  work to  t e s t  out and modify a suggested  form at by which t h e i r  
com plete  p r o v is io n  f ro n  11—16 could be examined (Preform s l ) .
Each s u b j e c t  was a l i o  ask -i to  e. rim'itc* i t s  coni r i  b utton  on a g r id  
to  the  0 a r e a s  o f  e x p e r ie n c e  undertaken in  the e d u ca t io n  o f  the  
i n d i v i d u a l  (Proform a ? ) ,
Heads of s u b je c t  doonrtmor.ta*. i. ve met imd f i n a l  i ned the fc .mat o f  
Proforma 1 fo r  each  s u b j e c t  though d is c u s s i o n  in a few v. 1 nc*t be 
com pleted  f o r  a day o r  no.
-/jnft.
Ifc-'idt* o f  s u b j e c t  a ln o  iifin-oil l.o t h e  fo rm at o f  Proforma ? which w i l l  
a l lo w  s c h o o ls  to  examine l lw  ox|i, r)i>nron n f f c r w l  r e g a r d l e s s  o f  tne  
p a r t i c u l a r  s u b j e c t  p a t t e r n  thov have ad opted .
M inutes o f  th e s e  m e e tin g s  and the  fo rm a ts  agreed have been c i r c u l a t e d  
to  s c h o o l s .
rK r," ::rn*-*H 1077  -  .i;.r* 1 ; ;iY 107 0
Members o f  each s u b j e c t  d ep artm ent w i l l  be u s in g  t h e i r  P roform a 1 to  
examine th e  o b j e c t i v e s ,  s k i l l s ,  c o n c e p t s  and methods p a r t i c u l a r  to  
t h e i r  d i s c i p l i n e .  Uy t h i s  means th ey  w i l l  be a b le  to e s t a b l i s h  th e  
r a t i o n a l e  which u n d erp in s  th e  i n c l u s i o n  o f  t h e i r  s u b j e c t  i n  th e  
c u r r ic u l u m ,  '"he d i r e c t  outcom es o f  t h i s  should b e : -
a )  t o  provide Heads and s e n i o r  management with i n s i g h t  i n t o  
th e  c o n t r i b u t i o n  o f  the  s u b j e c t .
b )  t o  b e n e f i t  th e  s u b j e c t  by c l a r i f i c a t i o n  o f  aims and t o  
p o in t  up i n - s e r v i c e  t r a i n i n g  n e e d s .
c) t o  compare th e  c h a l l e n g e s  and e x p e r i e n c e s  provided i n  t h a t  
s u b j e c t  in  th e  7 s c h o o l s .
Thus i t  i s  hoped to  e s t a b l i s h  the s u b j e c t  b a s e - l i n e s  f o r  th e  p r o j e c t .
These  s u b j e c t  a n a l y s e s  w i l l  then be r e l a t e d  to  th e  0 a r e a s  o f  e x p e r ie n c e  
on P rofo rm a ? .  The d i r e c t  outcomes o f  t h i s  should b e : -
a )  to  i d e n t i f y  gaps and o v e r la p s  between s u b j e c t s  and t o  d e term in e  
th e  b a la n c e  and th e  emphases w i th in  each s c h o o l ’ s c u r r i c u l u m .
b) t o  p ro v id e  a n a l y s e s  o f  th e  ra n g e  c f  e x p e r ie n c e s  o f  p a r t i c u l a r  
p u p i l s  a t  p a r t i c u l a r  s t a g e s  o r  cu m u la t iv e ly  a c r o s s  5 y e a r s  o f  
e d u ca tJ  on .
c )  t o  pro vid e  i s s u e s  f o r  d i s c u s s i o n  on th e  p a r t i c u l a r  p r i o r i t i e s  
and need s a c r o s s  th e  7 s c h o o l s .
The d o g re e  o f  d e t a i l  i s  d i f f i c u l t  to  l a y  down between one s u b j e c t  and 
a n o t h e r .  The a n a l y s i s  i s  both a  means to an end and an end i n  i t s e l f .
As a m oans, i t  need s to  be o f  s u f f i c i e n t  d e t a i l  to i l l u m i n a t e  f o r  a l l  
members o f  the  dep artm ent th e  q u e s t i o n  ’ what s k i l l s ,  c o n c e p t s  and 
a t t i t u d e s  do wo see k  to  a c h i e v e  when t e a c h i n g  the s u b j e c t  t o  th e  v a r io u s  
age and a b i l i t y  l e v e l s ? ’ As an end i n  i t s e l f ,  the  a n a l y s i s  need s  to  
be d i s t i l l e d  i n t o  a fo iir  and le n g th  which i s  u n d e rs ta n d a b le  ar.d u s a b le  
by h e a d s  and s e n i o r  management a s  w e i l  a s  c o l le a g u e s  who a r e  s p e c i a l i s t s  
in  o t h e r  U i s c i p l i n e n .  A l l  th e s e  w i l l  have a v o ic e  i n  p la n n in g  th e  
. c u r r i c u l u m  and th e  need i s  to  communicate to  them c l e a r l y  th e  e s p e c i a l  
c o n t r i b u t i o n  o f  your s u b j e c t .
Deputy Heads w i l l  be a n a l y s i n g  th e  1 9 7 7 -B  t i m e t a b l e s  a s  w e l l  a s  s t a f f  
and p u p i l  deployment to  m o n ito r  c h a n g e .
-h-09-
A. JANUARY TO MAY 1978
S u b j e c t  d e p a r tm e n ts  w i l l  bo asked to  plunder th e  a n a ly s e s  o f  t h e i r  
s u b j e c t s  f o r  two p u rp o se s :
a )  to  a s s e s s  th e  l e v e l  o f  c o n t r i b u t i o n  o f  the s u b j e c t  to  the 
o t h e r  two d im en sion s  -  Work and S o c i e t y .  T h is  w i l l  be done 
a lo n g  th e  l i n e n  o f  the 0 a r e a s  o f  e x p e r ie n c e  (P ro fo rm a  2)  
a l th o u g h  the re s p o n s e  t h i s  time w i l l  be to  a s e r i e s  o f  more 
p r e c i s e  p r o p o s i t i o n s .
b )  to p re p a re  a s u c c i n c t  summary o f  th e  s u b j e c t ' s  c o n t r i b u t i o n  
to  t h e i r  s c h o o l ' s  c u rr icu lu m  a c c o r d in g  to  a b r i e f  s u p p l ie d .
The C o u n ty 's  a d v i s e r s  w i l l  have produced t h e i r  view o f  th e  
s u b j e c t ,  a s  w i l l  have HM!. The th r e e  views -  from the s c h o o ls ,  
from th e  LKA and from th e  n a t i o n a l  s ta n d p o in t  -  w i l l  then be 
a v a i l a b l e  f o r  com pariso n .
N e i t h e r  o f  t h e s e  a c t i v i t i e s  w i l l  r e q u i r e  f u r t h e r  a n a l y s i s  o f  the  s u b j e c t .
Management in  s c h o o l s ,  e s p e c i a l l y  th o se  r e s p o n s i b l e  f o r  p a s t o r a l  a s p e c t s ,  
w i l l  be asked to  respond to  s i m i l a r  p r o p o s i t io n s  to a s s e s s  th e  
c o n t r ib u t i .o n  o f  th e  non—d ep a rtm en ta l  a s p e c t s  o f  the c u rr ic u lu m  to  the 
e d u c a t io n  o f  th e  in d i v i d u a l  and f o r  work and s o c i e t y .
b .  JUNE AN!) J1JI.Y 1970
Two t a s k s  a r e  e n v is a g e d :
a )  I t  i s  in te n d e d  to  reconvene th e  Heads o f  Department C o n feren ces  
so t h a t  c o l l e a g u e s  from the 7 s c h o o ls  may compare and c o n t r a s t  
t h e i r  own a p p roach es  with th o se  from the  LEA and n a t i o n a l  
s t a n d p o i n t s .
b )  The r e s u l t s  o f  th e s e  d i s c u s s i o n s  w i l l  feed back i n t o  the s c h o o ls  
in  t h e i r  own in -h o u s e  c o n f e r e n c e s  examining t h e i r  own c u r r i c u l a r  
a rra n g em e n ts  in  the  l i g h t  o f  th e  y e a r ' s  i n v e s t i g a t i o n s  and 
th o s e  fe d  in  from o u t s i d e .
6 . »  CONCLUSION
The P r o j e c t  i s  n o t  s h o r t - t e r m  and i s  c o n t in u o u s .  I t  w i l l  n o t  be p o s s i b l e  
to  b u i ld  a l l  d e s i r a b l e  a s p e c t s  in  d uring  i t s  f i r s t  f u l l  y e a r .  1 9 7 7 -6  io  
seen na an a t te m p t  to  e s t a b l i s h  b a s e - l i n e s  and undertake fundamental 
a n a l y s e s .  S ub seq u ent y e a r s  w i l l  not demand th e  peaks o f  a c t i v i t y  which 
a re  i n e v i t a b l e  a t  the  b eg in n in g  o f  .any p r o j e c t .  The n e x t  c y c l e  o f  th e  
p r o j e c t  w i l l  c o n c e n t r a t e  on the s c h o o l s '  m o n ito r in g  the voi-k o f  p u p ils  
to  a s s e s s  w h ether t h e i r  i n t e n t i o n s  a r e  ach iev ed  and whether the  resp on se  
m atches  t h e i r  p r o v i s i o n .  We s h a l l  be drawing h e a v i ly  on th e  work o f  
the  County A d v is e r s ,  1IMI and th e  API) to h e lp  provide e f f e c t i v e  
in s t r u m e n ts  o f  a s s e s s m e n t .
•i»10 -
1 1 1 - 1 6  CURRICULUM PROJECT (CCRAC)
2 PROGRESS RErVJRT NO 2
1 INTRODUCTION: I t  i s  now s i x t h  months uinco P r o g r e s s  R eport  No 1 was d i s t r i b u t e d  
t o  «.11 s t a f f  i n  th e  7 p r o j e c t  s c h o o l s .  At th e  l a s t  S t e e r i n g  Committee m e e t in g  
on 26  Kobru ary , Hoads r e q u e s t e d  t h a t  a n o th e r  P r o g r e s s  R ep ort  bo i s s u e d  t o  updato 
p a r t n e r s  on d ev e lo p m en ts  s in c e  l a s t  O c to b e r .
2 CHORLEY CONFERENCE: NOVEMBER 197/: Hoads from a l l  1*1 p a r t i c i p a t i n g  s c h o o ls  
i n  th e  9 LEAs, a s  w e l l  a s  a d v is o ry  s t a f f  and HMI, met a t  C h o r lc y  Adult 
E d u ca tio n  C o l l e g e .  The C o n fe re n ce  d is c u s s e d  a wide range o f  i s s u e s  em erging  
from th e  C u r r ic u lu n  P a p e r s  and the  work i n  th e  s c h o o l s .  I t  a l s o  o f f e r e d  an 
o p p o rtu n ity  t o  compare a p p ro a ch e s  i n  tho 5 LEAs which a r e  e a c h  d e v e lo p in g
very d i f f e r e n t  s t y l e s  o f  exam in ing  and a n s w e r in g  t h o  same c u r r i c u l a r  q u e s t i o n s .  
D e t a i l e d  s t r a t e g y  and t h e  p r o g r e s s  o f  tho P r o j e c t  wore d i s c u s s e d  and th e  
most im p o r ta n t  developm ent t o  omerge from tho  C o n fe r e n c e  was th e  c r o a t i o n  o f  
a C e n t r a l  C o o r d in a t in g  Committee w ith  oqual r e p r e s e n t a t i o n  f r o c  th e  t h r e e  
p a r t n e r s  -  s c h o o l s ,  LEAs and HMI. I t  has mot o n ce  and has com m issioned  a 
working p a r t y  t o  o f f e r  some id o a s  on tho m o n i t o r i n g  o f  tho p r o c e s s  and 
development o f  th e  p r o j e c t .  A oocond c o r k in g  group i s  e x p l o r i n g  means o f  
p ro v id in g  n a t i o n a l  d i s s e m i n a t i o n  o f  tho P r o j e c t  and  i t s  ways o f  worjeing 
through e d u c a t i o n a l  t a p o s ,  tn p o / s l l d e s  and v id eo  r e c o r d i n g s .  ' s
r e p r e s e n t a t i v e s  on th o  C e n t r a l  C o o rd in a t in g  Committoo a ro  from
th e  LEA A d v isory  S t a f f ,  , Headmaster o f  . Comprohonsive
S c h o o l ,  and H.UI, and wo a r c  a l s o  r e p r e s e n t e d  on b o th  w orking
p a r t i e s .
3 COMPLETION OP THE CURRICULAR INSTRUMENTS: Tho v e r y  c o n s i d e r a b l e  e f f o r t  i n  
each o f  tho s c h o o ls  d u r i n g  tho l a s t  s i x  months h a s  boon d o v o te d  t o  th e  
co m p le t io n  o f  th e  a n a l y s e s  o f  tho  t i m e t a b l e d  s u b j e c t s  In  an o.grocd fo rm at 
(PROPORU« 1 ) .  The c o n t r i b u t i o n  which d ep a rtm en ts  f e e l  th e y  a r o  making to  
th e  8 a r e a s  o f  e x p o r lo n o o  has a l s o  boon a s s e s s e d  (PHOPORMA 2 ) .  S u b je c t  
d o p u rtn o n ts ,  c a r o o r s  and p a s t o r a l  s t a f f  a s  w a l l  a s  head s and s e n i o r  manage­
ment have a l s o  i n d i o a t o d  tho c o n t r i b u t i o n  th e y  f o o l  they  a r e  making to 
e d u c a t io n  f o r  th e  w o rk in g  world  and t o  th o  I n d i v i d u a l ' s  e f f e c t i v e  o p e r a t i o n  
a s  a member o f  s o o i e t y  (LURK AND SOCIETY PAPERS)
U OTHER Y/RITING: W h i ls t  t h e  s c h o o ls  have boon o o n p l o t i n g  t h e i r  d o cu m en ta t io n
tho County a d v i s e r s  hav e  bean p r e s e n t in g  t h a i r  v iew s o f  th e  s p e c i a l i s t  s u b j e c t  
a r e a s  and t h o i r  p la c o  i n  th e  cu rr icu lu m  by w r i t i n g  to  th e  b r i o f  which HMI 
' s u b j e c t  com m ittee s  a n sw ered  and which has boon th o  b a s i s  f o r  t h e  s c h o o l s '
Preform« 1 and 2 a n a l y s o a .  Tlioso LH.V views o f  th e  s u b j e c t  d i .a i p l in u s  w i l l  
o f  c o u r s e  be c i r c u l a t e d  t o  th e  s c h o o l  p a r t n e r s  i n  due e o u rso .
5 HMI CURiUCUI.Ua PAPERS AND SUBJECT APPIUDICSS: By t h e  t iu o  s c h o o l s  r c c o iv o  
t i l l s  P r o g r e s s  R oport t h e y  should  have i n  t h e i r  hands th o  f i n a l  p u b l is h e d  
v e r s i o n  -  undor tho t i t l e  "C u r r ic u lu n  1 1 - 1 6 "  -  o f  th e  3 Hid C u rriculum  
P a p ers  ( t h e  ' g o l d '  p a p e r s )  to  which t h o  P r o j e c t  hno boon w o rk in g s  They 
d i f f e r  on ly  s l i g h t l y  i n  s t y l o  -  and n o t  i>t a l l  i n  argument -  from tho 
v e r s io n s  wo liavo boon u s i n g .  They a r e  b e in g  d i s t r i b u t e d  v i a  LEAs to  a l l  
secondary s c h o o ls  i n  th e  o o u n tr y ,  to  a l l  te n o h o r  t r a i n i n g  i n s t i t u t i o n s  und 
to  a d v is o r y  e i.-rv icos .  You w i l l  n o t i c e  t h a t  a t t a c h e d  to  tho 3 main p ap ers  
a re  a s e l e c t i o n  o f  12  r e a p o n ja s  from If'.I s u b j e c t  co m n it to o o  which e x te n d  and 
coemcnt on tho main a rg u m e n ts .  A lt i io u , j i  l o r  r e a s o n s  o f  sp a ce  th o s e  had t o  
be a s e l c o t i o n ,  th e  f u l l  vango o f  s u b ju u t  papr.ro a r o  u v o i lu b l u  to  tho CCRa G 
P r o j e c t  and w i l l  be d i s t r i b u t e d .  Tho p u b l i c a t i o n  o f  th o s e  C u rriculum  P a p ers  
r a t i o n a l l y  eml t h o i r  wide d i s t r i b u t i o n  I n d i c a t e s  th o  im p o r ta n ce  o f  Iho work 
I n  and tho o t h e r  U UTAc. I t  i s  in te n d e d  t h a t  tuo w r i t t e n  ovl.lM ice
fvon tho P r o j c o t  s c h o o l s  a l r e a . ly  o o l l ' c t c d  e v i l  bo p lu n d ered  t.» for.i p a r t  o f  
» re a so n e d  and r a t i o n a l  re s p o n s e  t o  ti.-.nu i d e a s  c..v.\ w i l l  bo p u b l i c ) : - ; !  I n  due 
• o a r s o .
J i l l -
6 PROCESSING Or INKORKAT ION: The l a s t  S t e e r i n g  Couimittee m eeting  examined 
<n d o tu i l  th e  p r o c e s s i n g  an.; use o f  in fo r m a t io n  c o l l e c t e d  by th e  P r o j e c t .
The i n t e n t i o n  i t  to  use th e  m a te r ia l  from th e  p a r t n e r s  i n  t h r e e  main r a y s :
( i )  to  :is*. is  a M : ; i ;  f o r  d e t a i l e d  d is c u s s i o n  a t  th e  reconvened 
Hen is o f  h. N.rtiti'iiit liny C o n fe re n ce s  t o  be h e ld  a t  South
T e a c h e r s  C e n t r e ,  W il l« s te m  on Ju n e  -  ! J u l y  «nd
j—6 J 11 /
( i i )  to  a c t  us . l i s l s  f o r  d e t a i l e d  d is c u s s i o n  and c o n s i d e r a t i o n  
o f  c u r r i c u l a r  . ssuer. a t  a s e r i e s  o f  i n -h o u s e  c o n f e r e n c e s  in  
each  o f  th e  7 s - . t o o l s  during  th e  Autumn Term 197d
( i i i )  to  c o n t r i b u t e  to  any e v e n tu a l  p u b l i c a t i o n  drawn fror. the 
c u r r i c u l a r  e x p e r i e n c e s  o f  a l l  i,1 s c h o o ls  i n  th e  P r o j e c t .
In ore'er t o  oe u b lc  to  do t h i s ,  c o p ie s  o f  tho Proforma 1 and 2 r e s p o n s e s ,  the 
bKa a d v i s o r s '  r>nuors and HHI s u b je c t  papers  w i l l  be d i s t r i b u t e ,  to  a l l  s c h o o l s .  
The P r o j e c t  Team w i l l  be working on the f i r s t  h a l f  o f  the sunnier term 
to  a n a ly s e  and ( i n s t r u c t  from I ' r o f o m s  1 and 2 a r e a s  o f  consensu s  and v a r i ­
a t i o n  a s  w e l l  a s  o t h e r  p e r t i n e n t  i s s u e s  and comments t o  a c t  a s  an agenda f o r  
th e  Head o f  Departreont C o n fe r e n c e s .
dept»
Xt i s  hoped t h a t  s u b j c c t Ai n  « o h o o ls  w i l l  c o n s i d e r  th e  v a r io u s  views o f  t h e i r  
s p e c ia l is m  and proporo t h o i r  own responno to  th e  s u b j e c t  b r i e f  f o r  c o n s i d o r a t i o  
a t  th o se  C o n fe r e n c e s .
The Y’ORK AND SOCIETY r e s p o n s e s  w i l l  n o t ,  i n i t i a l l y  a t  any r a t e ,  be d i s t r i b u t e d  
to  a l l  p a r t n e r s .  Howover, th e  P i o j o c t  Team w i l l  be lo o k in g  a t  th e s e  
in  tho f i r s t  l i a l f  o f  th o  sumcer term t o  p re p a re  s i m i l a r  a b s t r a c t s  o f  i s s u e s  
f o r  c o n s i d e r a t i o n  on a s u b j e c t  b a s i s  I n  Ju n o / Ju iy .  I t  i s  f e l t ,  though, t h a t  
major c o n s id o v n t io n  o f  th o se  p ap ers  w i l l  p robably  to k o  p la c e  i n  th e  s c h o o l s '  
o m  i n -h o u s e  c o n fo ro n c o s  i n  th o  Autunn. I t  i s  hopod t h a t  th e  WORK AND SOCIETY 
papers , a lo n g  w ith  PKOPOIOUS 1 and 2 ,  can bo used in  sch o o l  c o n f e r e n c e s  t o  
look a t  such th in g s  r.s th e  range  o f  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  ta u g h t ;  
tho b a lnnco  o f  tho c u r r i c u l u u  y o a r  by y e a r  and c u t  u l o t i v e l y  a c r o s s  5 y o u r s ;  
crons c u r r i c u l a r  themes l i k e  l i t e r a c y  and nuoorncy, o v e r la p s  and pans; and 
to  a s s e s s  w h ether c u r r e n t  omphascs a ro  tho most a p p r o p r i a te  f o r  th e  young 
people  c u r r e n t l y  i n  s c h o o l .
We had tho chanco i n  th e  i n i t i a l  s tn g o s  o f  tho P r o j o o t  to  t r y  out »nd modify 
PliOPOKiiAS 1 and 2 on ' u n i t s '  o f  work. Tho WURX AND SOCIETY p a p e rs  went through 
a number o f  d r a f t s  b u t  wore n o t  f i e l d  t e s t o d  i n  q u i t e  tho same way. I t  i s  
hoped t h a t  s c h o o ls  w i l l  bo p a r t i c u l a r l y  a s t r i n g o n t  i n  t h e i r  comments on th e  
approach and i n d i c a t e  c l o a r l y  th o se  q u e s t io n s  which seomod to  work and th o so  
which were d i f f i c u l t  t o  a n j i r o r ,  b e a r i n g  i n  mind t h a t  i t  i s  hoped o v o n tu a l ly  
to  o f f o r  a  ' a l i i :  l i n o '  v e r s i o n  o f  tho so  papers  t o  o t h e r  s c h o o ls  w ish in g  t o  • 
onpogo on t h e i r  own c u r r i c u l a r  r e a p p r a i s a l .
7 E'^PLOYRKS' EXPECTATIONS OF THE CURRICULUM: One o f  tho  ad v a n ta g es  o f  th e
s t r u c t u r e d  approach i n  th e  WORK papers  has  boon t h a t  th o  P r o j e c t  has been a b l e  
to  a sk  20 ro p ro s o n t .a t lv o  omployors to  i n d i c a t e  t h o i r  e x p e c t a t i o n s  o f
th e  sch o o l  cu rr icu lu m  i n  ro s p o c t  o f  5 b road  l e v e l s  o f  r o c r u i tm o n t :  u n s k i l l e d ,  
s o m i s k i l l o d ,  c r a f t ,  t e c h n i c i a n  and t e c h n o l o g i s t  and e q u iv a le n t  c a t o g o r i o s  f o r  
co-jmerco and the  p r o f e s s i o n s .  T h o i r  re s p o n s e s  t o  tho  M)KK papers  shou ld  prove 
o f  c o n s i d e r a b l e  i n t e r e s t  t o  sohoolo  and should bo a v a i l a b l e  b o fo r e  th e  Ju n e /  
J u l y  Hoad o f  Department C o n fe r e n c e s .  Those onp lo y ors  huvo a l s o  ag ro od  to  
oomment on tho argum ents In  3 main Curriculum  P ip e r s  and we hope to o  t h a t  
thoso w i l l  be o f  v a lu e  i n  s c h o o l  d i s c u s s i o n s .
-U1P-
8 EDUCATION IN PERSONAL RKIATIONSHIPS: A f i n H l  c y c l e  o f  p a p e r»  w i l l  o o n p lo to
th e  ap p roach  t o  th e  r e a p p r a i s a l  o f  th e  C u rr ic u lu m . F o r t u n a t o l y ,
th e s e  w i l l  not bo to o  onerous t o  co is p lu to .  One p a p e r  I t  i  s i a p l o  q u e s t i o n n a i r e  
t o  a l l  mombors o f  s t a f f  t o  a s c o r t n i n  t h e i r  p o r o o p t io n s  o f  t h e  p a s t o r a l  system 
and th e  r o l e  i t  can p la y .  Tho o t h e r  i s  t o  heads and s e n i o r  management a s k in g  
th e «  to  » s t o t t  th e  emphases w h ich  th e y  c u r r e n t l y  p l a c e  i n  t h e i r  p a s t o r a l  
a rra n g em e n ts .  D r a f t s  o f  th o s e  a r e  o u r r o n t ly  i n  s c h o o ls  f o r  c o n s i d e r a t i o n
and we hope t o  have r e t u r n s  co m p le te d  by th o  end o f  tho  summer term .
9 SUMMARY OF PROJECT DEVELOPMENT MAY-DCCEMBER 1978
P r o j e c t  Team to  p r o c e s s  in fo r m a t io n  from  s c h o o ls  and 
p re p a re  a b s t r a c t s  f o r  d i s c u s s i o n  a t  Hoad o f  Department 
C o n fe re n ce s  -  J u n a / J u ly  1 9 7 8 .
S p o o i a l i s t  a d v i s e r s  t o  c o n s i d e r  d ocu m en tation  and draw out 
i s s u e s  f o r  d eb a te  f o r  t h e i r  c u b jo c t  d i s c i p l i n e  I n  Head o f  
Department C o n fo ro n c e c  June/.Tuly 1 9 7 8 .
S c h o o ls  t o  o o n s id e r  d o c u n o n ta t io n  from th e  s c h o o l s ,  LEA end 
HUI s u b je c t  summaries and p roparo  t h e i r  own v iew s f o r  Hoad 
o f  Department C o n fo ren o o s  Ju n o / Ju ly  1 9 7 8 .
P r o j e c t  management t o  pvopare i s s u e s  f o r  so h o o l  ln -h o u s o  
o o n fe ro n co s  Autumn 1 9 7 0 .
s c h o o ls  t o  o o n s l d s r  t l i n i r  o r a  c u r r i c u l a  i n  th o  l i g h t  o f  th e  
7 s c h o o l s '  r e s p o n s e s ,  LEA, HUI and em ployer viows a t  i n -  
house o o n fo re n o e s  Autumn 1 9 7 8 .
10 PERSONAL NOTE
The P r o j e c t  Team p a r t i c u l a r l y ______  ____, County A d v i s e r , ________ _____
A s s i s t a n t  D i r o o t c r  o f  E d u c a t io n  ( S o h o o l e )  end ______ __  Mill, would l i k e  t o
thank most warmly hur.de and s t a f f  o f  a l l  s c h o o ls  f o r  t h e  h a rd  work and most 
« r a t i f y i n g  supp ort  f o r  t h e  P r o j e c t .  Thsy have b e e n  g r e a t l y  oncouraged  by th e  
e x c e l l e n t  q u a l i t y  o f  th e  t h o u g h t f u l  and ro a eo n ed  r e s p o n s e s  and  by t h e  mar\y 
o o r d i a l  rem arks from n e n b e rs  o f  a t s f f s  a t  a l l  l e v e l s  on th e  v a l u e s  and 
b e n e f i t s  th e y  a r e  d e r i v i n g  f r o ?  t h e  work, d n s p i t e  th o  a d d i t i o n a l  b u rd ens  i t  
has imposod.
(i)
( U )
( i i i )
( i O
( " )
; l t -16 KIOJBCT (CCRa'i)
/  progress report mo 3 (September 197»)
1 INTRODUCTION: S i x  months have passed s i n c e  P r o g r e s s  R ep ort  No 2 was d i s t r i b u t e d  
to  a l l  s t a f f  in  th e  7 p r o j e c t  s c h o o l s .  Many t e a c h i n g  c o l le a g u e s  have s a i d  they 
found th e  e a r l i e r  P r o g r e s s  R e p o r ts  u s e f u l  i n  k e e p in g  them up t o  d a te  ’.with 
developments i n  th e  Curriculum  P r o j e c t  and t h i s  s h o r t  r e p o r t  rev iew s th e  a c t i v i t i e s  
s in c e  E a s t e r  and i n d i c a t e s  th e  main l i n e s  o f  f u tu r e  p la n n in g .
A l l  c o l l e a g u e s  should now be aware o f  th e  p u b l i c a t i o n  o f  th e  HMI papers "Curriculum  
1 1 - l 6 "  ( t h e  ’ Red B o o k ' ) .  Between 6 and 8 c o p ie s  have been d i s t r i b u t e d  to  oach 
o f  th e  p r o j e c t  s c h o o l s .  The c o n s i d e r a b l e  n a t i o n a l  i n t e r e s t  i n  them, th e  d i s t r i b u ­
t i o n  o f  1 8 , 0 0 0  c o p ie s  to  s c h o o ls  and LEAs throug hout t h e  co u n try  and t h e i r  use  a s  
d is c u s s io n  documents i n  th e  i n - s e r v i c e  c o u r s e s  o f  many LFAs have p rovided  a sharp 
focus f o r  t h e  work i n  th e  5 LEAc. T here  i s  t h e r e f o r e  c o n s i d e r a b l e  n a t i o n a l  
i n t e r e s t  i n  th e  r e a p p r a i s a l  o f  th e  p r o j e c t  s c h o o ls  o f  t h e i r  own c u r r i c u l a r  
p ro v is io n  and th e r e b y  t h e i r  re s p o n s e  to  t h e  HMI document. The m a t e r i a l  a l r e a d y  
g en erated  by th e  s c h o o ls  w i l l  be o f  g ro a t  s i g n i f i c a n c e  i n  th e  e x p r e s s io n
by the p r a c t i t i o n e r s  th e m se lv es  o f  t h e i r  view s o f  t h e  cu rr ic u lu m .
2 CURRICULAR INSTRUMENTS: From Ja n u a ry  to  May tho P r o j e c t  management r e c e iv e d
from s c h o o ls  r e t u r n s  based on th o  i n s t r u m e n t s  o f  e n q u ir y  developed by th e  p a r t n e r ­
sh ip .  T h i s  i s  how th e y  were handled :
PROFORMA 1 -  each  s u b je c t  a n a ly s e d  th e i  r  c o n t r i b u t i o n  Y ears  1 - 5  under 
the h e a d in g s :  Aims; O b j e c t i v e s  -  c o n c e p t s ,  s k i l l s ,  a t t i t u d e s ;  C o n te n t ;
Method. P r o j e c t  management produced an a b s t r a c t  o f  each, o f  th e  s u b je c t  
r e tu r n s  from tho  7 s c h o o ls  and t h e s e  wore d is c u s s e d  a t  th e  Head o f  
Department C o n fe re n ce s  h e ld  i n  J u n e / J u l y .  As a r e s u l t  each s u b je c t  has 
now com pleted  an a g re ed  a n a l y s i s  o f  i t s  p la c e  i n  th o  cu rr icu lu m  i n  th e
7 s c h o o ls .
PROFORMA 2 -  each  s u b je c t  i n d i c a t e d  th e  c o n t r i b u t i o n  they .ado to  the
8 a r e a s  o f  e x p e r ie n c e  -  c r e a t i v o / a c s t h c t i . c ;  c t h i c a l / m o r a l ; l i n g u i s t i c ;  
m a th em a t ica l ;  p h y s i c a l ;  s c i e n t i f i c ;  s o c i a l / p o l i t i c a i ;  s p i r i t u a l  -  on a 
s i x  p o in t  s c a l e  by s e l f  a s s e s s m e n t .  T h e se  r e t u r n s  have a l low ed  a 
g r a p h ic a l  r e n r c c e r . t a t i o n  t o  be made f o r  each s c h o o l  o f  th e  n a tu r e  o f  
the  d i e t  r e c e iv e d  by p u p i l s  in  each ago group. From t h i s  i t  i s  p o s s i b l e  
to  3eo th e  c u r r i c u l a r  b a la n c e  w ith in  th e  7 s c h o o l s .  Each s c h o o l  w i l l  
r e c e iv o  i t s  own a n a l y s i s  d uring  th e  Autumn Term.
Y/ORK P.iPERS -  s c h o o l  managements, s u b j e c t  d ep a rtm e n ts  and c a r e e r s  
departm ents e s t im a t e d  t h e i r  c o n t r i b u t i o n  to  p r e p a r in g  your.g peop le  
f o r  t h e  world o f  work on a I, p o in t  s c a l e .  The s t a t i s t i c a l  a n a l y s i s  o f  
th o se  r e t u r n s  i s  I n  p r o g r e s s  and w i l l  b e  made a v a i l a b l e  to  in d i v i d u a l  
s c h o o ls  d u rin g  th e  Autumn T e n t .
SOCIETY PAPERS -  R e tu rn s  wore a l s o  male a s s e s s i n g  t h e  p r e p a r a t io n  o f  
you:ig p e o p le  to  p a r t i c i p a t e  e f f e c t i v e l y  in  s o c i e t y .  These a r e  s im i ­
l a r l y  b e in g  a n a ly se d  and w i l l  be a v a i l a b l e  to  i n d i v i d u a l  s c h o o ls  d uring  
the Autumn Term.
PERSONAL RELATIONSHIP Pa PEHS -  t h e s e  proved t.o be the l e a s t  s u c c e s s f u l  
o f  th e  in s t r u m e n t s  p a r t l y  b eca u se  they  Attempted t o  a s s e s s  a most d i f f i ­
c u l t  and s e n s i t i v e  a r e a ,  p a r t l y  b eca u se  they had no f i e l d  t e s t i n g  ox’
I n t r o d u c t i o n  t o  s t a f f  i n  th e  s c h o o ls .  Th- q u o . t lo i i i i i i i r e  was c e r t a i n l y  
too co m p lic a te d  hut Deputy Heads wit 1 1 i r t i c u l . a r  r e s p o n s i b i l i t i e s  f o r  
p a s t o r a l  work have found tho  r e t u r n s  u .v f u l  anil uxv> a n a l y s i n g  then and 
irarri- ; ou t i s s u e s  fox’ d i s c u s s i o n  i n  th '1 r  own s c h o o l s .  A l l  th e s e  docu­
ments s a t  out t o  c s tx .o l ia l i  base  l i n o s  w i th in  th e  s c h o o ls  and t h e r e  has 
■lire dy been co .a s id e iu o lo  li . ¡cushion o f  !h  . c ;s» .d in g s  and r a t i o n  i n  a
- t n  i f
?. r- Imi* o f  o:iso s . .  /'or j .n s t  i;ic •f one f( ; i lOO 1 Hi:, do Vi* I.Oj¡Mi 1 s t r o n g ! y s
1 i i\i w i l l i lo rb  1 i 11< In 1. i*v i . i ivr.nl (. o 1' i 1 r. :;»■i V .-v ra i  a 1 an «1
aim l.btir ha:*. Cf’u Of' •’ vv. )l*k i l • • i . ; i r t y  l.o i:r.|. r.'Vi’ i.:. prov i i on i n 1.iu:
f l u 1.1 o f  |m.-r.’. o i i  1 in •1 al. • (*i).'>i i i i • ' n - in i .1'->i d'jvi:l -ih i . :: ivnu L ti n, l’ro:u
tins .UM l.y se Wo •• A }’«•" «.( 1 t o . i r l :;o :ti Ulr tn hott:. l* CO: i! '• na iicus i n o f
the s c h o o ls d u r ir i ' ;  th e  Aut’.w.n, T c r o .
IN HOUSE CON'I-'ivi/IbCKS
An in  )llOU.Sf! Cola f o r e n c o  has been i rran ^ cd f o r each  o f the r o j e c t  ns b o o ls  a s
follow j  !
Thursday, 9 No'/ombjr - F r id a y * 2'« Movembor _
F riday ,, 1 0  November Han d a  y , 27 TT■av ember -
Monday , 1 3  November F r id a y , 1 December -
Tuesday, 21 November -
Tne main purpose o f  th e  day w i l l  bo t o  exam ine and d i s c u s s  th e  r e s u l t s  o f  t i e  
c u r r i c u l a r  a n a l y s e s ,  t i io  i s s u e s  which hav e  o r i s o n ,  th e  b a la n c e  w ith in  t l .e  
curriculum and f u t u r e  l i n e s  o f  a c t i o n  w i t h i n  each  s c h o o l .
Ir> order to  keep t h e  p r o j e c t  s c h o o ls  more o r  l o s s  i n  s t e p  t h e  fo l l o w in g  form at 
fo r  each c o n f e r e n c e  I s  s u g g e s te d  ( t h e  o r d e r  o f  themes can  be v a r i e d ) :
4  s e s s io n  dry : Theme 1 :  B a la n c e  w i t h i n  t b "  e x i s t i n g  c u r r ic u lu m .
Theme 2 :  C r o s s  c u r r i c u l a r  i n r u o s .
T h cn e  P r e p a r a t i o n  f o r  th e  w orld  o f  work.
Theme 4 :  S c h o o l ’ s own c h o i c e .
The theme o f  B a la n c e  i n  th e  C u rricu lu m  would d r a w  on th e  s u b j e c t  a n a l y s e s  
(Proforma 1; LEA S u b j e c t  A d v i s o r s ’ p a p e r s ;  HMI S u b j e c t  a p p e n d ic e s )  and F r o f o r n a  2 
( a n a l y s i s  o f  c o n t r i b u t i o n  t o  t h e  b a r e a s  o f  e x p e r i e n c e ) .
Cross c u r r i c u l a r  i s s u e s  c o u ld  i n c l u d e  la n g u a g e  a c r o s s  th e  c u r r ic u lu m ,  p r e p a r a t io n  
f o r  s o c i e t y  ( u s i n g  51 and S2 a n a l y s e s ) , p r o v i s i o n  f o r  c r c a t i v e / a e s t h e t i c  e x p e r i  enc 
’ re m e d ia l ’ o r  co m p en sa to ry  p r o v i s i o n  e t c .
P rep a ra t io n  f o r  t h e  world o f  work sh o u ld  be a b l e  t o  draw on th e  a n a l y s e s  from th e  
V'/1 , 2 .and 3 p a p e r s  and t h e  c a r o e r s  s e r v i c e  r e s p o n s e s .  i’ne P r o j e c t  hopes t c  have 
a v a i l a b l e  th e  r e s p o n s e s  o f  t h e  20 o r  so em ployers on t h e i r  views o f  th e
secondary c u r r i c u l u m .
The ’ own c h o i c e ’ theme co u ld  bo a c o n t i n u a t i o n  o f  one o f  th e  f i r s t  t h r e e  themes 
or any b th e r  t o p i c  which would h e lp  t o  mout th e  needs o f  each  s c h o o l ,  f o r  i n s i a r c e  
p erson al  r e l a t i o n s h i p s ,  p a r t i c u l a r  s u b j e c t  c o n s i d e r a t i o n s ,  th e  f i r s t  t h r e e  y e a r s ,  
r e l a t i o n s h i p  w ith  o u t s i d e  a g e n c i e s ,  e x a m in a t io n  p o l i c y  e t c .
A b o o k le t  w i l l  bo p r e p a r e d  which w i l l  c o n t a i n  t h e  s u b j e c t  s ta te m e n ts  from th e  
schools  and LEA a d v i s o r s  (P ro fo rm a  1) i n  p r e p a r a t io n  f o r  th e  c o n f e r e n c e s  and 
the d e t a i l e d  c o n f e r e n c e  o b j e c t i v e s  w i l l  be d i s c u s s e d  and planned i n  c o n ju n c t io n  
with s t a f f  from e a c h  s c h o o l .  I t  i n  hoped t h a t  w orking groups a t  t h e  c o n f e r e n c e s  
w i l l  r e f l e c t  l m i x t u r e  o f  s u b j e c t  a r e a s ,  s e n i o r i t y  and l e n g t h  o f  e x p e r i e n c e .
Tiie P r o j e c t  w i l l ,  o v e r  th e  next. 12 m onths, a t te m p t  t o  r e c o n c i l e  two p o t e n t i a l l y  
d iv e r g in ' ’ demands: one  w i l l  bo t h a t  th e  P r o j e c t  ( b o t h  i n  and i n
p a r tn e r sh ip  w ith  , , and , tho o t h e r  4
P r o j e c t s  LEils) w i l l  have to  keep i n  s to p  i n  i n v e s t i g a t i n g  th e  p r i o r i t y  a r e a s  
w ith in  th e  c u r r i c u l u m ;  th e  o t h e i  w i l l  bo to  meet th e  needs and p rovide  h e lp  f e r  
in d iv id u a l  .s c h o o ls .  I t  i s  hoped t h a t  t h e  fo rm a t  o f  th e  i n  house c o n f e r e n c e s  
w i l l  a c h ie v e  b o th  a i m s .  However, i t  i s  d o u b t f u l  i f  n i l  i s s u e s  w i l l  be r e s o l v e d  
in  a on^ day c o n f e r e n c e ,  S c h o o ls  w i l l  un louV to d ly  wish t o  pursue some themes
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through t h e i r  r e g u l a r  d ep artm en ta l  arid s t a f f  m eetings and t.he P r o j e c t  management 
w i l l  be happy to  meet any r e q u e s t s  f o r  M eetings and i n t e r c h a n g e s  a c r o s s  th e  7 
s c h o o ls .  I t  w i l l  s i m i l a r l y  be p r o v id in g  f a c i l i t i e s  f o r  a s h o r t  r e s i d e n t i a l  
c o n fe r e n c e  f o r  Heads and two members o f  s t a f f  from th e  p r o j e c t  s c h o o ls  in  th e  
Spring  (2 - 4  M arch).  I t  i s  hoped t h a t  Heads from a l l  p a r t i c i p a t i n g  s c h o o ls  and 
r e p r e s e n t a t i v e s  from the 5 LEAs w i l l  be m eetin g  a t  C h orley  i n  t h e  Summer.
4 ASSESSMENT: The m ajor  t a s k  o f  a n a l y s i n g  c u r r e n t  p r o v i s i o n  and c u r r i c u l a r  
i n t e n t i o n s  i n  each sch o o l  i s  now co m p le te .  The n e x t  s ta g e  -  and th e  P r o j e c t ' s  
major concern  f o r  1 9 7 3 -9  -  w i l l  b e  to  p ro vid e  s c h o o ls  w ith  h e lp  i n  a s s e s s i n g  
f o r  th e m se lv es  w hether t h e i r  i n t e n t i o n s  a r c  a c h ie v e d .  To t h i s  end th e  p r o j e c t  
management i s  p r e p a r in g  a d i s c u s s i o n  document on Assessm ent which i t  i s  hoped 
w i l l  be a u s e f u l  and p r a c t i c a l  in s t ru m e n t  f o r  s c h o o ls .  I t  w i l l  f o l l o w  th e  
fo l lo w in g  l i n o s :
1 What i s  a s s e s s m e n t?
2 Why a s s e s s ?
3 What shou ld  be a s s e s s e d ?
4  How can a s s e s s m e n t  be u n d ertak en ?
5 Hew shou ld  a s s e s s m e n t  be re co rd e d ?
S e c t io n s  1 , 2  and 5 w i l l  be g e n e r a l  s e c t i o n s  common t o  a l l  s u b j e c t  d i s c i p l i n e s .  
S e c t io n  5 w i l l  u se  th e  o b j e c t i v e s :  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  d e f in e d  by 
each s u b je c t  i n  th e  a g re e d  s t a t e m e n t  from th e  7 s c h o o l s .  S e c t i o n  4  v d l l  r e q u i r e  
the  development and t r i a l  i n  t h e  s u b je c t  d epartm ents o f  a range  o f  t o s t  i te m s  
to  a s s e s s  w h eth er  th e  o b j e c t i v e s  i n  S e c t i o n  j  a r e  b e in g  a c h i e v e d .  I t  i s  hoped 
to assem ble  t h e s e  t e s t  i te m s  from s c h o o l s '  e x i s t i n g  p r a c t i c e ,  a d v i s o r s ,  HMI, the  
a s s essm e n t  o f  P erform ance  U n i t  and o t h e r  s o u r c e s .  I n  a p i l o t  scheme i n  a number 
o f  s c h o o ls  o u t s id e  th e  P r o j e c t  u s i n g  h i s t o r y  a s  th e  guinea  p i g ,  i t  was found 
p r a c t i c a l  f o r  i n d i v i d u a l  d e p a r tm e n ts  to  ta k e  a sm a ll  a r e a  o f  t h e i r  s y l l a b u s  
and t r y  out a  l i m i t e d  number o f  t e s t  i t e m s .  By p o o l in g  e x p e r i e n c e  a u s e f u l  
bank o f  i te m s  and exem plars  was b u i l t  up f o r  c o l le a g u e s  from o t h e r  s c h o o ls  to  
draw on a s  th e y  wished.
5 PUBLICATION AND DISSEMINATION
Although th e  1 1- 16  P r o j e c t  has a lw ays been co n s id e re d  a s  a lo n g  t e r n  p r o j e c t ,  
a number o f  c o n c lu s i o n s  can a l r e a d y  be drawn and a good many rd.hcvs w i l l  be 
reached  o v er  th e  n e x t  12 m onths. I n  one s e n s e ,  th e  p r o c e s s  o f  c u rr ic u lu m  reapp­
r a i s a l  n e v e r  s t o p s :  each s c h o o l  re v iew s  i t s  arrangem ents  and p e rfo rm a n ce  ev e ry  
y e a r  and e f f e c t s  Improvements and a d ju s t m e n ts .  What we have b e e n  doing i n  
i s  t o  a t te m p t  t o  f o r m a l i s e  th e  p r o c e s s  to  a l lo w  o t h e r  s c h o o l s  to  
undertake p a r t i a l  o r  f u l l  r e v ie w s  more s y s t e m a t i c a l l y  and be a b l e  t o  measure 
with some a c c u r a c y  th e  e f f e c t s  o f  t h e i r  p r o v i s i o n .  The t im e  h a s  come when some 
o f  th e  P r o j e c t ' s  c o n c lu s i o n s  can bo p u b l is h e d  and di s s e m in a t io n  u n d e rtak e n .
Triis w i l l  a l s o  f i t  in w ith  n a t i o n a l  re q u irem en ts  to  communicate t h e  i n te r im  
r e s u l t s  o f  each  I S A 's  ap p ro a ch e s  t o  th e  cu rr ic u lu m .
l'he p a r t n e r s h i p  i s  t h e r e f o r e  pro posing  a franew ork f o r  p u b l i c a t i o n  a lo n g
the fo l lo w in g  l i n e s :
I  KEY PAPER
-  r a t i o n a l e  o f  r e a p p r a i s a l  dovelopmi in  CCRaG P r o j e c t
-  pun:r.so and use  o f  th e  in s t r u m e n ts  o f  enquiry
-  rev iew  o f  d i f f e r e n t  w.»yf. r.f ¡.lus’ i.'iiuuiting th e  in s t r u m e n ts
-  g u i d e l i n e s  f o r  cur» i c u l a r  p la n n in g  vciieh have emerged from CCftAG
-  moans o f  a s s e s s m e n t  dove Loped i:i  th e  P r o j e c t
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-  tiia  i n s i  ltli.' i . . 1' r i ' t ‘oiM. »:l ! .*• tinrk,
-  exam ple: i f  r 'r i f n r  . t  i .m 1 I » ly se s
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S o o i e t y ,  P e rs o n a l  R r l a t i o n s h i p
through t h e i r  r e g u l a r  d ep a rtm e n ta l  and s t a f f  m ootings and t.ho P r o j e c t  management 
w i l l  be happy to  moot an y  req .iesl  f o r  m ootings and i n t e r c h a n g e s  a c r o s s  th e  7 
s c h o o ls .  I t  w i l l  s i m i l a r l y  bo p r o v i d i n g  f a c i l i t i e s  f o r  a s h o r t  r e s i d e n t i a l  
co n fe r e n c e  f o r  Heads and two member:; o f  s t a f f  fro:n th e  p r o j e c t  s c h o o ls  in  th e  
Sp ring  ( 2 - 4  lU irch ) .  I t  i n  hoped t h a t  Heads from a l l  p a r t i c i p a t i n g  s c h o o ls  and 
r e p r e s e n t a t i v e s  from th e  5 LEA 3 w i l l  bo m e e tin g  a t  C h o r ley  i n  th e  Summer.
4  ASSESSMENT: The m a jo r  t a s k  o f  a n a l y s i n g  c u r r e n t  p r o v i s i o n  and c u r r i c u l a r  
i n t e n t i o n s  i n  each  s c h o o l  i s  now c o m p le te .  The n e x t  s t a g e  -  and th e  P r o j e c t ' s  
m ajor co n cern  f o r  1 9 7 3 - 9  -  w i l l  be  t o  p ro v id e  s c h o o ls  w ith  h e lp  i n  a s s e s s i n g  
f o r  th e m se lv es  w h eth er  t h e i r  i n t e n t i o n s  a r e  a c h ie v e d .  To t h i s  end th e  p r o j e c t  
management i s  p r e p a r i n g  a d i s c u s s i o n  document on A ssessm en t which i t  i s  hoped 
w i l l  bo a u s e f u l  and p r a c t i c a l  i n s t r u m e n t  f o r  s c h o o l s .  I t  w i l l  fo l lo w  th e  
fo l lo w in g  l i n o s :
1 What i s  a s s e s s m e n t?
2 Why a s s e s s ?
3 What s h o u ld  be a s s e s s e d ?
4  How c a n  a s s e s s m e n t  b e  u n d e rta k e n ?
5 How s h o u ld  a s s e s s m e n t  be re co rd e d ?
S e c t i o n s  1 ,  2 and 5 w i l l  be g e n e r a l  s e c t i o n s  common t o  a l l  s u b j e c t  d i s c i p l i n e s .  
S e c t i o n  3 w i l l  u s e  t h e  o b j e c t i v e s :  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  d e f in e d  by 
each s u b j e c t  i n  t h e  a g r e e d  s ta te m e n t  from th e  7 s c h o o l s .  S e c t i o n  4  w i l l  r e q u i r e  
the  development and t r i a l  i n  t h e  s u b j e c t  d ep artm ents  o f  u range  o f  t o s t  i te m s  
to  a s s e s s  w h eth er  th e  o b j e c t i v e s  in  S e c t i o n  3 a r e  b e in g  a c h i e v e d .  I t  i s  hoped 
to  assem b le  t h e s e  t e s t  i t e m s  from s c h o o l s '  e x i s t i n g  p r a c t i c e ,  a d v i s e r s ,  HMI, th e  
Assessm ent o f  P e r fo rm a n c e  U n it  and o t h e r  s o u r c e s .  I n  a p i l o t  scheme i n  a number 
o f  s c h o o ls  o u t s i d e  th e  P r o j e c t  u s in g  h i s t o r y  a s  th e  g u in ea  p i g ,  i t  was found 
p r a c t i c a l  f o r  i n d i v i d u a l  d ep artm ents  to  ta k e  a s m a l l  a r e a  o f  t h e i r  s y l l a b u s  
and t r y  ou t a l i m i t e d  number o f  t e s t  i t e m s .  By p o o l in g  e x p e r i e n c e  a u s e f u l  
bank o f  I te m s  and e x e m p la rs  was b u i i t  u; f o r  c o l le a g u e s  from o t h e r  s c h o o ls  t o  
draw on a s  th e y  w ished .
5 PUBLICATION AND DISSEMINATION
Although t h e  1 1 -1 6  P r o j e c t  has a lw iy s  been  c o n s id e r e d  a s  a lo n g  t e r n  p r o j e c t ,  
a number o f  c o n c l u s i o n s  can  a l r e a d y  be drawn and .a good many o t h e r s  w i l l  be 
reached  o v e r  th e  n e x t  12 months. I n  one s e n s e ,  th e  p r o c e s s  o f  c u rr ic u lu m  re a p p ­
r a i s a l  n e v e r  s t o p s :  e a c h  s c h o o l  re v ie w s  i t s  arran g em en ts  and p erform ance  e v e ry  
y e a r  and e . ' f o c t s  Improvements and a d ju s t m e n t s .  'What we have bt»m d oing  i n  
i s  t o  a t te m p t  t o  f o r m a l i s e  th e  p r o c e s s  to  a l lo w  o t h e r  s c h o o ls  to  
undertake  p a r t i a l  o r  f u l l  rev iew s more s y s t e m a t i c a l l y  and be a b l e  to  measure 
with some a c c u r a c y  th e  e f f e c t s  o f  t h e i r  p r o v i s i o n .  The t im e  has  come when some 
o f  th e  P r o j e c t ' s  none Liniions can he p u b l is h e d  and di s s f  f i l i a t i o n  u n d e rta k e n .
T n is  wilL a l s o  f i t  in  w i th  n a t i o n a l  r e q u ire m e n ts  to  communicate t h e  in t e r im  
r e 3 u l t 3  o f  each I S A ' s  a p p ro a ch e s  t o  tin: c u r r ic u lu m .
The p a r t n e r s h i p  i s  t h e r e f o r ’ p ro p o s in g  a framework f o r  p u b l i c a t i o n  a l o n g
the fo l l o w in g  l i n e s :
I  KEY PAPER
-  r a t i o n a l e  o f  r e a p p r a i s a l  .lov.-looe.l in  CCHaG P r o j e c t
-  purpose and u s o  o f  U • in s t ru m e n t . ;  o f  enqu iry
-  roview  o f  d i f f e r e n t  Ways o f  iiupl emeuting th e  in s t ru m e n ts
-  g u i d e l i n e s  f o r  c u r r i c u l a r  p la n n in g  v. i ieh  have emerged from CGRAG
-  moans o f  assessm ent.  drive Loped i:i  th e  P r o j e c t
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-  {.ha lnatia jt ic t . : .  Prot 'or ■. is  ! .*• Work, S o c i e t y ,  P e rs o n a l  Rr l a t i o n s h l p  paper
-  o/uu pj i ;- . . f  r’r  i f i i i  . i 1 .nd ■ i l y s e s
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p a r e n t : . ,  pupi
-  s u b je c t  : *1 ii-n ii"j (•:. I'rup s r h c o l : . ,  a d v i s o r . " ,  IIVL
-  views o f  t i e  cu rr icu lu m  i r m  o u t . i  iln, i_; ck|. I e y e r s ,
I I I  KuTlONii L CON l’lilb'JTJON
-  c o n c l u s i o n s  on th e  a t r u e  t o r e  o f  tliu c i r r i c u  min
-  concJ u s i  oils on th e  n a tu re  arid uruns ol ' c u r i ' i c u ia i '  cnange
-  e v a l u a t i o n  o f  th e  P r o j e c t  by each ot' t h i  p a r t n e r s  -  s c h o o l s ,  a d v i s e r s ,
HMI
Pa i t  s I  and I I  would be i n  a J o o s e - l o a f  form at c a p a b le  o f  u p -d a t in g  and be made 
a v a i l a b l e  to  a l l  s e c o n d l y  s c h o o ls  i n  C h e s h i r e  fo r  them to  take  up and u se  a s  
and when they w anted . P a r t s  1 ,  I I  and I I J  would be s u b m itte d  t o  th e  C e n t r a l  
Co-ordLin'itin;; Committee o f  the P r o j e c t  (wl'.ieh r e p r e s e n t s  s c h o o l s ,  LKAs and HI.’.I 
from the 5 LKAs) a s  p a r t  o f  th< i r  n a t i o n a l  p u b l i c a t i o n ,  a l l  p a r t n e r s  w i l l  o f  
cou rse  have p l e n t y  o f  o p p o rtu n ity  t c  comment on th e  d r a f t s  o f  a l l  s e c t i o n s .
Both l o c a l l y  and n a t i o n a l l y  i t  i  hoped to  hav e  m a t e r i a l  ready f o r  p u b l i c a t i o n  
by th e  end o f  t h e  n ext academ ic y e a r .
Much o f  the e x p e r i e n c e  o f  tn e  '/ s c h o o ls  i s  a l r e a d y  b e in g  b u i l t  i n t o  ' s
i n - s e r v i c e  t r a i n i n g  programme, p a r t i c u l a r l y  t h e  middle management c o u r s e s .  The 
Advisory •..earn a r e  a l s o  making use o f  ho s u b j e c t  s ta te m e n ts  i n  s p e c i a l i s t  c o u r s e s .  
The most v a l u a b l e  l e s s o n s  le a rn e d  so f a r  have- boon on th e  p r o c e s s  o f  r e a p r r a i s a l  
and th e  way i n  which s c h o o l- f o c u s e d  i n - s e r v i c e  e d u c a t io n  has developed  i n  th o  7 
s c h o o ls .  T h is  h a s  c o in c id e d  with both  l o c a l  »rid n a t i o n a l  needs to  d e term in e  th e  
most e f f e c t i v e  ways o f  mounting i n - s e r v i c e  e d u c a t io n  i n  s c h o o ls  and d iv id e n d s  a re  
t h e r e f o r e  a l r e a d y  being  drawn from CCIiAG.
6 CONCLUSION:
The n a tu re  and e x t e n t  o f  such a th o ro u g h -g o in g  look  a t  th e  cu rr icu lu m  o f  7 s c h o o ls  
has meant p r .r io d s  o f  f r e n z i e d  a c t i v i t y  and .v r i t in g  fo l lo w e d  by p e r io d s  ol' a p p a ren t  
i n a c t i v i t y  w h ile  o t h e r s  have a b so rb e d  and p r o c e s s e d  th e  d o cu m en ta t io n .  T h i s  
unevenness lias w o rr ied  some s t a f f  but i t  i s  i n e v i t a b l e  w ith  t h i s  type o f  e n q u ir y .
I t  i s  hoped t h a t  th e  n e x t  few months w i l l  p ro v id e  c o n c lu s i o n s  and e x p e r i e n c e  o*’ 
p r a c t i c a l  v a lu e  which can be fed  back i n t o  t h e  7 tc h o o L s .  S i m i l a r l y ,  ch a n g e s  o f  
s t a f f  have been a  worry b ut th e  P r o j e c t  I n s  a lw ay s  s e t  i t s e l f  t o  work i n  a 
r e a l i s t i c  c o n t e x t .  A p r o c e s s  ol' r e a p p r a i s a l  i n  any s c h o o l  w i l l  have t o  o p e r a t e  
with s t a f f  c h a n g e ,  in d e e d ,  a  number o f  in com in g  t e a c h e r s  have s a i d  how u s e f u l  
they  have found t h e  c l e a r l y  s t a t e d  r a t i o n a l e  arid i n t e n t i o n s  o f  t h e i r  s u b j e c t  
dep artm ents .
The p r o je c t  management w i l l  be a s k in g  c o l l e a g u e s  i n  th e  s c h o o ls  t o  g iv e  some 
thought to
1 tho s t r e n g t h s  and weaknesses o f  th e  approach  ( e g  s t r e n g t h s  i n d i c a t e d  
in c lu d e  t h e  o p p o r t u n i t ie s  to  t a l k  t o g e t h e r  a s  com plete  d ep artm ents  on 
c l e a r l y  d e f in e d  o b j e c t i v e s ,  and t o  t a l k  a c r o s s  s u b je c t  s p e c i a l i s m s ;  
w eaknesses  in c lu d e  th e  d i f f i c u l t y  o f  s c o r i n g  r e a l i s t i c a l l y  i n  th e  
boxes on some papers  and tho co m p le x i ty  o f  th e  P e r s o n a l  R e l a t i o n s h i p  
p a p e rs )
2 any chnngos o r  a d ju s tm e n ts  which have been made and th e  o f f e c t  o f  
th e s e  and th e  p ro c e s s  o f  change on s t a f f s  and s c h o o ls
3 the  roopon se  to  in p u t s  l i k e  th e  llMl Curricu lum  pu p ers ,  em ployers ' 
viows o r  a d v i s e r s  p a p e rs .
Once a g a in  th e  P r o j e c t  management i s  deoply in d e b te d  to  heads and s t a f f s  .at a l l  
lo v o lo  f o r  t h o i r  handwork and enthusiasm  on t h e  P r o j e c t ' s  b e h a l f .  The h ig h  q u a l i t y
o f  d i s c u s s i o n  and w r i t in g  which, emerged from th e  heads o f  department C o n fe re n c e s
-AI7-
has been p a r t i c u l a r l y  e n c o u ra g in g .  S p e c i a l l y  warm th an k s  a r e  due to  
Department ami Deputy Heads on whom th e  m a jo r  burden o f  th e  work I n s  
t h i s  y e a r .  I t  i s  hoped t h a t  the many e x p r e s s io n s  o f  a p p r e c i a t i o n  by 
o f  s t a f f  on th e  v a lu e  o f  th e  P r o j e c t  w i l l  be a reward f o r  th e  e f f o r t
Heads o f  
f a l l e n  
a l l  members 
i n v e s t e d .
___ ,______COUNTY ADVISER
____ _ _________ ASSISTANT DIRECT® OF EDUCATION
HMI
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2. PROGRESS REPORT NO h (MARCH 1 9 7 9 )
1. INTRODUCTION: P r o g r e s s  Report No 3 was w r i t t e n  in  September 1978 and sch o o l  
s t a f f s  have asked ( ha t  l he 0 monthly i n t e r v a l  in  the  i s s u i n g  o f  th e s e  r e p o r t s  be 
m ain ta ined . T h is  survey  o f  r e c e n t  p r o g r e s s  in  th e  P r o j e c t  i s  d i s t r i b u t e d  to
a l l  members o f  s t a f f  in  th e  7 P r o j e c t  S c h o o ls .  I t  i s  a g a in  d es ig n e d  to rev iew
the a c t i v i t i e s  un dertak en  s i n c e  l a s t  Autumn and to  i n d i c a t e  th e  main l i n e s  o f
fu tu re  p la n n in g .
Colleagues may l i k e  to  know t h a t  more than  2 5 ,0 0 0  c o p ie s  o f  th e  'C u rr icu lu m  
1 1 -1 0 '  (Red Book) papers  w i t h w h i c h t h c  P r o j e c t  S c h o o ls  have been working have 
no’..’ been d i s t r i b u t e d .  T h e i r  use on i n - s e r v i c e  c o u r s e s  throug ho ut the  c o u n try  
lias a lre a d y  meant that some a d v i s e r s  and some heads from r number of
the P r o j e c t  s c h o o ls  have b een  asked to  speak about th e  work and h e lp  o t h e r s  s e t
o f f  on s i m i l a r  e n q u i r i e s .  The work has a l s o  moved forw ard s i g n i f i c a n t l y  w i th in
i t s e l f  and th e  f i l l  lowing arc- th e  m ajor s t a g e s  in  the  d ev elop m en ts .
2. 'WHITE BOOK' OCTOBER 197 8
The m eetings o f  s u b je c t  h e a d s  o f  departm ent in  J u l y  1979 r e s u l t e d  in  a s c r i e s  
of s u b je c t  su b m iss ion s  a g r e e d  a c r o s s  the  7 s c h o o ls  r e p r e s e n t i n g  the view s o f  
a l l  members o f  s t a f f  in  a p a r t i c u l a r  s p e c i a l i s m .  The s t a te m e n ts  show a 
c o n s id e ra b le  d eg ree  o f  co n s e n s u s  on the  purposes and p r a c t i c e s  o f  each o f  
the s u b je c t  a r e a s .  Tin s u b m iss io n s  a l s o  n o te  a r e a s  o f  d i f f e r e n c e  o r  d is a g r e e m e n t . 
These were p r i n t e d  and p u b l is h e d  in O ctob er  in  the  form o f  a 'W h ite  Book' in  
time f o r  th e  In -l louse  C o n fe r e n c e s  h e ld  in  November/December.
The 'W hite Bool:' a t te m p ts  to  p ro vid e  an a n a l y s i s  o f  each s u b je c t ,  to  a coinmon 
p a t te rn  (a im s ,  o b j e c t i v e s ,  c o r c e p t s  s k i l l s  and a t t i t u d e s )  w ith  th e  I n t e n t i o n  
c f  making i t  easy  f o r  s p e c i a l i s t s  in  one s u b je c t  to  understand  th e  t h in k in g  
behind a l l  th e  o t h e r  s u b j e c t s  on the  t i m e t a b l e .  The ‘ White Book’ i s  v e ry  rr.uch 
the s c h o o l s '  view o f  the s u b j e c t  r a t i o n a l e s  and can be s e t  a l o n g s id e  s i m i l a r  
a n a ly se s  a l r e a d y  w r i t t e n  by LEA A d v ise rs  and by I IM I in  th e  Re.d Book. The 
While Book should however be seen  as an I n t e r i m  document. A lready a number o f  
s u b je c t  dep artm ents  have s a i d  t h a t  they  wish to  r e v i s e  t h e i r  s ta te m e n ts  in  the 
l i g h t  o f  e x p e r ie n c e  and f u r t h e r  d i s c u s s i o n .  Some s u b je c t :  Working P a r t i e s  
are re co n v en in g  to  u n d e r ta k e  t h i s  and t h e r e  w i l l  be an o p p o r tu n i ty  f o r  a l l  
s u b je c t s  to  re v iew  t h e i r  c o n t r i b u t i o n s  b e f o r e  they a r c  put i n t o  t h e i r  f i n a l  
form.
3. IN HOUSE CONFERENCES ( NOVEMBER/I)ECEMBKR 1 976)
The P r o je c t  Management w ere  a b le  to  d e f in e  a number o f  i s s u e s  f o r  the P r o j e c t .
By drawing on th e  White book and on d l : c u s s i o n s  w ith  h e a d s ,  d e p u t ie s  and o t h e r  
members o f  s t a f f ,  i t  was p o s s i b l e  lo  d c l i n e  a number o f  key i s s u e s  f o r  the  
P r o j e c t .  A f te r  d i s c u s s i n g  th e s e  key i s s u e s  w ith  th e  P r o j e c t  S t e e r i n g  Committee 
i t  was re q u e s te d  th a t  b r i e f i n g  p a p e rs  he prepared  on each o f  th e s e  i s s u e s  as 
p art  o f  the  p r e p a r a t io n  f o r  In-House C o n fe re n ces  to  be h e ld  in  each  o f  the  
P r o je c t  s< ‘ to o ls .  The b r i e f i n g  l o r  b oth  chairm en and group members cou ld  then 
be drawn on a c c o r d in g  to  e a c h  s c h o o l s '  needs and p r i o r i t i e s .  They In f a c t  
formed the b a s i s  o f  th e  c o n f e r e n c e  d i s c u s s i o n  g ro u p s .  A copy o f  each  o f  th e s e  
group b r i e f i n g s  has been g iv e n  to  < vi ry member o f  s t a f f  in  each  o f  the 
7 P r o je c t  s c h o o ls  and th e y  cov er  th e  fo l l o w in g  t o p i c s :
Balance in th e  cu rr ic u lu m  
C u rricu lu m  and the World o f  Work
Cross C u r r i c u l a r  I s s u e s  - Assessm ent ( i n c l u d i n g  a m ajor  p aper)
-  Language and L ea rn in g
-  C r c a t iv e / A o s t h e t i c  a re a
-  4/5 Year Curriculum
-  C o n ce p ts ,  S k i l l s  and A t t i t u d e s
-  Compensatory E d u cation  f o r  th e  Most and L ea s t  Able
I t  was obvious t h a t  p r e s s u r e  o f  time would p re c lu d e  d i s c u s s i o n  o f  many o f  t h e s e  
on the c o n fe r e n c e  day i t s e l f  but i t  i s  hoped t h a t  th o se  t o p i c s  not covered i n  
the In house C o n fe re n ce s  can be tak en  up by s t a f f  working p a r t i e s  u sing  the 
b r i e f i n g  p ap ers  whenever the need i s  f e l t .
The format f o r  each o f  the  In  House C o n fe re n ce s  was l a r g e l y  th e  same. A 
general  s e s s i o n  looked a t  th e  p r o g r e s s  to  d a te  and a t  B a la n ce  in  the C u rr icu lu m . 
A fu r th e r  g e n e r a l  s e s s i o n  i n d i c a t e d  s c h o o l  and employer views on the c u r r ic u lu m  
and the World o f  Work. 3 s c h o o l  c o n f e r e n c e s  in c lu d e d  l o c a l  employers in  t h e i r  
d is cu ss io n  groups which fo l lo w e d  t h i s  up. At the h e a r t  o f  each  C o n fe re n ce ,  
though, were the s t a f f  d i s c u s s i o n  groups and in  a i l  c a s e s  t h e r e  was an e x c e l l e n t  
mix o f  s u b je c t  s p e c i a l i s m s  and s e n i o r i t y  in  th e s e  g ro u p s .  Each c o n fe r e n c e  was 
s tro n g ly  supported by LEA Advisory  S t a f f  and by HMI who were a l s o  a b le  to  j o i n  
in group work. A s p e c i a l  d eb t  i s  owed to  chairm en and s e c r e t a r i e s  o f  th e s e  
groups. In n e a r l y  a l l  c a s e s  they  were n e i t h e r  heads o f  department nor o t h e r  
sen ior  s t a f f  and the s t r e n g t h  in  depth o f  th e  s t a f f  in  the  P r o j e c t  S ch oo ls  
was a n o t a b le  f e a t u r e  o f  the  c o n f e r e n c e s .
I t  i s  d i f f i c u l t  to a s s e s s  the  ' s u c c e s s '  o f  th e s e  c o n f e r e n c e s .  Such i s  the 
s tre n g th  o f  the  p a r t n e r s h i p  t h a t  c o l l e a g u e s  from a l l  s e c t i o n s  f e l t  a b le  to 
p inpoint a r e a s  o f  need as w e l l  as a s p e c t s  which were e n co u ra g in g .  The b a la n c e  
sheet was w eighted  w e l l  to  p r o f i t  r a t h e r  than l o s s  and can be summarised a s :  
DEFICIT: loo much was a tte m p ted  in  too s h o r t  a t im e ;  th e  s e s s i o n  on Work 
deserved c l o s e r  a n a l y s i s  and more time in  fo l lo w -u p  d i s c u s s i o n .  DT.VTDEND: t h i s  
-as the f i r s t  o c c a s i o n  on which the s c h o o ls  had had the o p p o r tu n i ty  to  t a l k  
acro ss  the cu rr ic u lu m  r e g a r d l e s s  o f  s u b j e c t  s p e c i a l i s m  about common c o n c e r n a ;  
there  was a d egree  o f  s u r p r i s e  and modest s a t i s f a c t i o n  a t  the s i m i l a r i t y  o f  
p r i o r i t i e s  but some despondency a t  the  l a c k  o f  c o - o r d i n a t i o n ;  the  i s s u e s  
defined and e x p lo re d  were r e l e v a n t  to  the  s c h o o ls  a t  t h e i r  p a r t i c u l a r  s t a g e s  
of development; the  pu rposes  and l i k e l y  i n f l u e n c e  o f  the  P r o j e c t  both l o c a l l y  
ur.d n a t i o n a l l y  cou ld  be more c l e a r l y  u n d e rs to o d ;  i t  he lped  to  d e f in e  the 
c o l l e c t i v e  th in k in g  and common ap p roaches  o f  the  whole s t a f f  b e in g  e s p e c i a l l y  
u se fu l  to  members o f  s t a f f  new to  the  s c h o o l  or  new to  L ea ch in g .  The P r o j e c t  
Management i s  in  the p r o c e s s  o f  p ro v id in g  an A b s t r a c t  o f  the papers which have 
r e s u lte d  from the  in d iv id u a l  c o n f e r e n c e s  and t h i s  w i l l  he c i r c u l a t e d  in  due 
cou rse .
4. FOLLOW UP TO THE IN HOUSE CONFERENCES
Although i t  was s t r e s s e d  t h a t  the  C o n fe re n ce s  and indeed the P r o j e c t  i t s e l f  I s  
more concerned  w ith  long  term than s h o r t  term p la n n in g  a HEADTEACHERS' CONFERENCE 
15 JANUARY 1974 allow ed  tin: head t e a c h e r s  and/or t h e i r  d e p u t ie s  to meet 
P r o je c t  Management to  d eterm in e  the  needs o f  th e  in d i v i d u a l  s c h o o ls  over th e  
Re.".'. 12 mouths and sve how b o a t  cl"  y cou ld  ho su p p o rte d .  At th e  same t i n e  th e  
f ic t ion al  r e e d s  o f  th e  P r o j e c t  - In t erms o f  t lie i s s u e s  which needed to be 
i l lu m in a te d  by the views and e x p e r i e n c e s  o f  t lie i l  s c h o o ls  -  were a l s o  e x p lo r e d .  
There i s  ■< good d e a l  o f  common ground la t.wccn Liu two and the fo l lo w in g
-420-
p a ttern  emerged:
( 1 )  o f  co n cern  to  a l l  s c h o o ls  and th e  P r o j e c t  n a t i o n a l l y :  a ssessm en t 
and e v a l u a t i o n ;  4/5 Year C u rr icu lu m ; c u r r ic u lu m  and world o f  work
( 2 ) o f  con cern  to  in d i v i d u a l  s c h o o ls  and to  be taken up as  needed: 
language and communication s k i l l s ;  p o l i t i c a l  l i t e r a c y ;  compensatory 
e d u ca t io n  f o r  most and l e a s t  a b l e .
These w i l l  be the  m a jo r  p r i o r i t i e s  in  the  P r o j e c t  s c h o o ls  f o r  the n e x t  12 months 
or so .  I t  i s  c l e a r  t h a t  e f f e c t i v e  p u r s u i t  o f  t h e s e  w i l l  r e q u i r e  supp ort  o f  
advisory  and e x t e r n a l  s e r v i c e s  and to  th e s e  ends a CONFERENCE OF ADVISORY STAFF 
19 JANUARY 1979 c h a i r e d  hy the  D i r e c t o r  o f  E d u ca tio n  e xp lored
means by which t h a t  su p p ort  cou ld  be o f f e r e d  and th e  i m p l ic a t i o n s  o f  th e  p r o j e c t  
in the s ev en  s c h o o ls  f o r  o t h e r  seco n d a ry  s c h o o ls  i n  the co u n ty .  The most immediate 
area in  which the e x p e r t i s e  o f  s c h o o ls  and a d v isers  can  be pooled i s  o v e r  A ssessm ent .
5. ASSESSMENT
Many members o f  s t a f f  in  the  P r o j e c t  s c h o o ls  have s a id  how much they would v a lu e  
a d d i t i o n a l  help  and g uid ance  on the problem  o f  a s s e s s m e n t .  To t h i s  end the 
P r o je c t  h a s  a l r e a d y  c i r c u l a t e d  a g e n e r a l  paper on th e  s u b je c t  to  a l l  s t a f f .  I t  
i s  in te n d e d ,  w ith  th e  h e lp  o f  s p e c i a l i s t  a d v i s e r s ,  to  reconvene g r a d u a l ly  the 
Heads o f  Department m e e t in g s  to  e x p lo r e  th e  p a r t i c u l a r  needs o f  each s u b je c t  
area and o f f e r  p r a c t i c a l  h e lp  to  s t a f f  In a s s e s s i n g  p u p il  p e r fo rm a n ce .  I t  i s  
hoped to o  to  h e lp  s e n i o r  s t a f f  in  th e  s c h o o ls  to  measure w ith  more p r e c i s i o n  
the im pact o f  the s u b j e c t  c u rr ic u lu m  through the 8 a r e a s  o f  e x p e r i e n c e .  In 
th i s  way i t  i s  hoped t h a t  the P r o j e c t  w i l l  be a b le  to  g iv e  b a ck  to  th e  sch o o ls  
something o f  p r a c t i c a l  va lu e  and immediate r e l e v a n c e .
6. MEETING WITH EDUCATION COMMITTEE AND COUNTY COUNCILLORS
C l l r  (Chairman Secondary E du cation  Sub Committee) was k ind  enough
to a r r a n g e  on F e b ru a ry  5 th  f o r  members o f  the County Council  and the E d u ca tion  
Committee a sem inar to  e x p l a i n  the  work in  the CCRAG p r o j e c t .  Heads and d e p u t ie s  
from th e  seven s c h o o l s ,  p r o j e c t  management and th e  employers''  group were a l l  
r e p r e s e n t e d .  The D i r e c t o r  o f  E d u cation  and members o f  the a d v is o ry  s t a f f  were 
a lso  p r e s e n t .  A p r e s e n t a t i o n  o f  the  main f e a t u r e s  o f  the work was fo l lo w ed  by 
d is c u s s i o n  groups in  which the d e t a i l s  were e x p l o r e d .  E le c te d  members a p p r e c ia te d  
the o p p o r tu n i ty  to  l e a r n  more about CCRAG and were made aware o f  the c o m p le x ity  
and d ep th  o f  the  e x e r c i s e .  They w i l l  bo r e c e i v i n g  f u r t h e r  in fo r m a t io n  about the 
p r o je c t  a t  the n e x t  Secondary E d u cation  Sub-Committee in  A p r i l  and a r e  anx ious 
to examine the i m p l i c a t i o n s  o f  the  work, f o r  a l l  seco n d a ry  s c h o o ls  in  th e  co u n ty .
7. RESEARCH PROPOSAI.: The Department o f  E d u ca tio n  and S c ie n c e  has approved 
a R e se a rc h  P r o j e c t  c e n t r e d  a t  th e  North West E d u c a t io n a l  Management C e n tr e ,
North C h e s h ire  C o l le g e  o f  Higher E d u c a t io n .  The d i r e c t o r  o f  NWEMC, Fred  Tye, 
w i l l  be r e s p o n s i b l e  f o r  the r e s e a r c h  and two R e s e a rc h  O f f i c e r s ,  David Halpin 
from L a n c a s t e r  U n i v e r s i t y  and Rosemary Caradine from  Comprehensive,
have b een  appoin ted  and b eg in  t h e i r  r e s e a r c h  n e x t  Septem ber. T h e ir  t a s k  w i l l  
be to  draw out from th e  docum ent.!tion a l r e a d y  produced by the  7 C h esh ire  
P r o je c t  s a o o ls ,  m a t e r i a l  which w i l l  throw l i g h t  on the c o n d i t i o n s  n e c e s s a r y  
fo r  c u r r ic u lu m  re v ie w  nt:d r e n e w a l , corn.u n ie at ion and d e c i s io n  making in  s c h o o ls ,  
the I m p l i c a t i o n s  f o r  r e s o u r c e s  and p o i n t e r s  fo r  s c h o o l - f o c u s e d  i n - s e r v i c e  
e d u ca t io n  f o r  t e a c h e r s .  At the  same time the r e s e a r c h  team w i l l  m onitor  the 
p ro cess  o f  r c - u p p r a l s a l  in  a number oi .ccond s t a g e *  s c h o o ls  who w i l l  be 
involved  in  the p r o j e c t  from n e x t  Si  pi ember.
-
a . »LACKPOOI. CONFERENCE 21.-29 MARCH: J u s t  over  a y e a r  ago th e  41 s c h o o ls  
in c lu d in g  Lhc 7 s c h o o l s  in volved  in  the n a t i o n a l  p r o j e c t  met a t
C h orlcy .  T h is  y e a r  the  c o n f e r e n c e  was reconvened and the heads o f  the A' 
sch o o ls  t o g e t h e r  w ith  a d v i s e r s  from th e  1 LEAs ( ,
auc* ) £,nt’ MU 1" th e  p a r t n e r s h i p  met a t  B la c k p o o l .  As
w ell as  a number o f  Items -  l i k e  f a l l i n g  r o ' I s  -  o f  g e n e r a l  c u r r i c u l a r  co n c e rn ,  
the m ajor themes o f  l lie C o n fe re n c e  were the  m o n ito r in g  o f  th e  P r o j e c t  and the 
s t y l e  and c o n t e n t s  o f  the P r o j e c t  f i n d in g s  when th e y  a re  p u b l is h e d .
Tile m onito i  rng w i l l  ta k e  th e  form  la i  g e ly  o f  a r e v ie w  of  the p r o c e s s  o f  the 
cu rr icu lu m  e n q u iry  s i n c e  J a n u a r y  1977 a t te m p t in g  to  i n d i c a t e  t he sc- "e lem en ts  
which have been h e l p f u l  to  s c h o o l s  and those  which have n o t :  a s p e c t s  o f  p o l i c y  
and p r a c t i c e  which have changed and th o se  which have remained unchangcdj and 
the e x t e n t  to  which a l l  members o f  s t a f f  have been i n v o lv e d .  Th is  m o n ito r in g  
w i l l  c l o s e l y  p a r a l l e l  the  R e s e a r c h  i n v e s t i g a t i o n s ,  w i l l  bo un dertak en  at tbe 
same time to  avo id  d u p l i c a t i o n  and w i l l  be com pleted  by December 1 979 .
The n a t i o n a l  p a r t n e r s h i p  has a g reed  to  p u b l is h  what a r e  seen to  be the main 
c o n c lu s io n s  o f  the  Enquiry and the m o n ito r in g  as  soon  a f t e r  E a s te r  19S0 as 
p o s s i b l e .  A d r a f t  r e p o r t  w i l l  be prepared  during S p r in g  Term I 9 6 0 ,  c i r c u l a t e d  
to a l l  p a r t i c i p a n t s ,  and a n a t i o n a l  c o n f e r e n c e  j u s t  b e f o r e  F .aster w i l l  work on 
th a t  d r a f t  to  p re p a re  i t  f o r  p u b l i c a t i o n .
9. CONCLUSION: When the  p a r t n e r s h i p  between s c h o o l s ,  LEA and MMI s t a r t e d  in  
1977 few cou ld  have fo r e s e e n  how the second ary  s c h o o l  c u rr icu lu m  would be a t  
the c e n t r e  o f  so much n a t i o n a l  d eb ate  and co n c e rn .  Now f a l l i n g  r o l l s ,  p r e p a r a t io n  
fo r  working l i f e ,  16+ Common System  o f  Examining (G C SE), p o l i t i c a l  l i t e r a c y  
and la y in g  fo u n d a t io n s  f o r  r e c u r r e n t  e d u ca t io n  and t r - i n i n g  a l l  focus on thc- 
l a t e r  y e a r s  o f  th e  seco nd ary  c u r r ic u l u m .  In a iiumbe: o f  ways the work a l r e a d y  
undertaken by th e  S c h o o ls  i s  b e in g  drawn on to  i l l u m i n a t e  th e s e  i s s u e s .
In p a r t i c u l a r ,  ways o f  in fo r m in g  the proposed e x a m in a t io n  a u t h o r i t i e s  o f  the 
views o f  s u b je c t  s p e c i a l i s t s  ab ou t the s t r u c t u r e  and n a tu re  o f  new e x a m in a tio n s  
are c u r r e n t l y  b e in g  e x p lo r e d .  The work in  and tha o t h e r  fo u r  LEAs i s
making sure  t h a t  th e  v o ic e  o f  th e  p r a c t i s i n g  t e a c h e r  w i l l  be heard in  t h i s  n a t i o n a l  
d eb a te .
P r o je c t  management would l i k e  to  thank heads and a l l  members o f  s t a f f  who have 
once a g a in  provided  so many th o u g h t f u l  and s t i m u l a t i n g  id eas  ov er  tha l a s t  6 
months. In p a r t i c u l a r ,  a d v i s e r s  and ir-il who were p r e s e n t  a t  the  In-House 
Conference would l i k e  to  e x te n d  s p e c i a l  thanks f o r  t h e  warmth of- the  welcome 
they r e c e iv e d  and f o r  b e ing  g iv e n  the p r i v i l e g e  o f  j o i n i n g  s t a f f  d i s c u s s i o n  
groups and w o r k i n g 'p a r t i e s .
, S e n io r  A dviser
, A sst  D ir e c t o r  
, HMI
March 1979
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CIIKRICnUlM 1 1 - 1 6  
REAPPRAISAL IN SCHOOLS. C .C .R .A .G
A.
1 .  The Curriculum  R e a p p ra is a l  P r o j e c t  now b e in g  un dertak en  by a group 
o f  s c h o o ls  has d ev eloped  from the work o f  7
s c h o o ls  l in k e d  to  the C u rricu lu m  11—16 N a t io n a l  P r o j e c t .  The 
m a jo r  purpose o f  the e x e r c i s e  from now on and any subsequent 
m a t e r i a l  produced, w i l l  be f o r  the L .E .A .  and th e  in d iv id u a l  
s c h o o ls  con cern ed . D epartm ents  in  s c h o o ls  a l r e a d y  a c c e p t  the  
need f o r  r e g u l a r  r e a p p r a i s a l  o f  t h e i r  c u rr icu lu m  but the  v a lu e  o f  
t h i s  e x e r c i s e  w i l l  be t h a t  r e a p p r a i s a l  w i l l  be undertaken  by a l l  
d ep artm ents  a t  the same t im e  and in  ways th a t  w i l l  e n a b le  i n t e r ­
d ep a rtm e n ta l  d is c u s s i o n  to  ta k e  p la c e  u s in g  a common framework.
I t  i s  intended to  g iv e  t e a c h e r s  a g e n e r a l  p e r s p e c t iv e  o f  what i s  
in v o lv e d  in  the t o t a l  c u r r ic u lu m  and to  i d e n t i f y  f o r  them selves  
and o t h e r  c o l le a g u e s  how t h e i r  own s u b je c t  c o n t r i b u t e s  to  th a t  
t o t a l .  I t  i s  a means whereby tl ■ sch o o l  can a n a ly s e  the  form al 
c u rr ic u lu m  i t  o f f e r s ,  a s s e s s  the demands made on p u p ils  and 
i d e n t i f y  t h e i r  need s .  As a  r e s u l t  the  s c h o o l ,  c o l l e c t i v e l y ,  can 
d e c id e  whether to  r e i n f o r c e ,  a d ju s t  o r  change t h e i r  c u rr icu lu m . 
T h is  p a r t  o f  the p r o je c t  i n  based on a } -d im e n s io n a l  "model" o f  
th e  cu rr ic u lu m .
The purpose i s  to  " f i l l  o u t"  t h i s  model f o r  your school by a s k in g  
th e  b a s i c  q u e s t io n s :
What a r e  you doing?
Why a r e  you doing i t ?
Do you need to  change any a s p e c t  o f  what you a r e  doing?
2 .  I n  o r d e r  to  a n a ly s e  your cu rr icu lu m  in  t h i s  way, i t  i s  im portant 
t h a t  any e v id e n c e  should be the r e s u l t  o f  f u l l  d ep artm enta l  
d i s c u s s i o n  and not be based on any p a r t i c u l a r  i n d i v i d u a l ' s  re sp o n se .  
The purpose o f  any resp on se  or  ev id en ce  i s  t h a t  i t  i s  f o r  o th e r  
c o l l e a g u e s  to  read and t h e r e f o r e  should be w r i t t e n  f o r  t h e i r  under­
s ta n d in g  and n o t  f o r  s p e c i a l i s t s  in  o n e 's  own d i s c i p l i n e .
3 .  A l l  re sp o n s e s / e v id e n ce  w i l l  be a v a i l a b l e  f o r  a l l  members o f  s t a f f  
and i t  w i l l  be upon th e so  t h a t  d is c u s s i o n  o f  the  t o t a l  cu rr icu lu m  
w i l l  be b a sed .
N.B. T h is  f i r s t  p a r t  o f  the  g e n e ra l  a n a l y s i s  lo o k s  a t  the e d u ca t io n  o f  
th e  i n d i v i d u a l .  To t h i s  w i l l  be added l a t e r  a look a t  the 
e d u c a t io n  o f  the in d iv id u a l  and the world o f  work/non-work; and 
the  e d u c a t io n  o f  th e  in d iv id u a l  and s o c i e t y .  These f u r t h e r  
e le m e n ts  w i l l  need to  be accounted f o r  in  th e  t o t a l  cu rr icu lu m .
J\?h-
B. 1 .  A n a ly s is  o f  C u rr ic u lu m  p r o v i s i o n .
2 .  E . l
Headings f o r  a n a l y s i s .
Aims:
O b j e c t i v e s :  1 .  Concept o b j e c t i v e s .
2 .  S k i l l  o b j e c t i v e s .
} .  A t t i t u d e  o b j e c t i v e s .
4 .  Knowledge o b j e c t i v e s .
Method: -  th e  means o f  t e a c h i n g  used to  a c h ie v e  o b j e c t i v e s  -  
i l l u s t r a t e  2 o r  }  m a jo r  means used by d epartm ent.
A ssessm ent :  -  o f  P u p i l s '  perform ance -  which means o f  assessm ent 
do you use  most f r e q u e n t l y  in  r e l a t i o n  to  the  
o b j e c t i v e s  you have t e s t e d ?
E v a l u a t i o n :  -  o f  th e  Course -  u s in g  th e  check l i s t  o f  the 8 a r e a s  -  
see  form E . 2 .
I t  i s  s u g g e s te d  t h a t  t h i s  a n a l y s i s  should be undertaken  f o r  each 
y e a r .  T h i s  would g iv e  a broad g e n e r a l  view o f  cu rr icu lu m  p r o v i s i o n .  
Some s ch o o ls / d e p a rtm e n ts  may wish to  undertake th e  a n a l y s i s  in  
g r e a t e r  d ep th  and d e t a i l  f o r  a p a r t i c u l a r  y e a r  o r  group o f  p u p i l s .
(N .B . Some s u b j e c t s ,  e . g .  E n g l i s h ,  M athem atics ,  have found i t  
e a s i e r  to  u n d e rta k e  the a n a l y s i s  on a  v e r t i c a l  s c a l e ,  u s in g  m ajor 
themes o f  t h e i r  c o u r s e s ,  r a t h e r  than a h o r iz o n t a l  y e a r  b a s i s . )
(S e e  W hite B o o k ) .
I t  i s  im p o r ta n t  a l s o  to  n o te  th e  l e v e l s  o f  a b i l i t y  f o r  which c o u r s e s  
a r e  p ro v id e d .  In  many c a s e s  th e  a n a l y s i s  o f  o b j e c t i v e s  w i l l  co v er  
most o f  th e  a b i l i t y  ra n g e ,  '/’lo re  t h e r e  i s  c l e a r  d i f f e r e n t i a t i o n  o f  
c o u rs e s  i t  would be o f  va lu e  to  com plete s e p a r a te  a n a l y s e s .
IC. 1 .  A n a ly s is  o f  Curriculum p r o v is io n  
2 .  E .2
8 Areas o f  E x p e r ie n ce
A e s t h e t i c / C r e a t l v e
E t h i c a l
L i n g u i s t i c
M athem atica l
P h y s ic a l
S c i e n t i f i c
S o c i a l / P o l i t i c a l
S p i r i  tu a l
Column 1 Column 2 
0 1 2  3
“1-
1 1 — . 1 __
1 . Put i n  rank o r d e r  th e  c o n t r i b u t i o n  o f  each a r e a  in  each y e a r .
(Co lumn l ) .  N .B. Most s i g n i f i c a n t  c o n t r ib u t io n  " 8" ;  l e a s t  
s i g n i f i c a n t  c o n t r i b u t i o n  ”1 " .
2 .  I n d i c a t e  the  l e v e l  o f  c o n t r i b u t i o n  on 0 . 1 . 2 . 3  s c a l e  (Column 2 ) .  
D e f i n i t i o n  o f  g ra d e s :
0 .  No c o n t r i b u t i o n  to  t h i s  a r e a  o f  e x p e r ie n c e .
1 .  An i n d i r e c t  c o n t r i b u t i o n  to  th e  p u p i l s '  development i n  t h i s  
a r e a  o f  e x p e r i e n c e .
2 .  A r e c o g n i s a b l e  c o n t r i b u t i o n  which b ea rs  d i r e c t l y  on p u p i l s '  
d ev e lo p in g  awareness o f  t h in  .area o f  e x p e r ie n c e .
3 .  A h ig h ly  s i g n i f i c a n t  c o n t r i b u t i o n  to  p u p i l s '  u n d e rs ta n d in g
o f  t h i s  a r e a  o f  e x p e r ie n c e  and i t s  i m p l ic a t i o n s  f o r  th em se lv es  
and o t h e r s .
3 .  W r i t in g  with n o n - s i> e c ia l i s t s  in mind, i n d i c a t e  b r i e f l y ,  from your 
c u rr icu lu m  a n a l y s i s  in  Form E . I . ,  th e  evidence  on which you based 
you r c o n c lu s io n s  in  E . 2 .
I* il
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1 . CURRICULUM 1 1 -1 6  (C .C .R .A .G . )
2 .  CONCEPTS. SKILLS. ATTITUDES.
1 .  Suggested D e s c r i p t i o n s :
CONCEPTS ! id e a s  p a r t i  c u l a r  to  th e  s e p a ra te  d i s c i p l i n e s  which h e lp  
s tu d e n ts  to  o r g a n i s e ,  c l a s s i f y  and understand th e  phenomena to  which 
they w i l l  be exposed in  th e  s u b j e c t  l e s s o n s .  These  may be broad and 
b a s i c  c o n c e p ts  ( l i k e  e n e r g y ,  la n d s c a p e ,  h i s t o r i c a l  c o n t i n u i t y ,  d e s ig n )  
o r  more p r e c i s e  and l i m i t e d  co n c e p ts  a s  the l a r g e r  i d e a s  a r e  broken 
down i n t o  t h e i r  component p a r t s  ( l i k e  h e a t ,  e r o s i o n ,  s h e l t e r ,  
ergonoray) .
SKILLS: t e c h n i q u e s ,  manual or  m e n ta l ,  p a r t i c u l a r  to  th e  study or
perform ance in  a d i s c i p l i n e  which s tu d e n ts  w i l l  need to  p r a c t i s e  and 
m a ster  in  o r d e r  to  be a b le  to  hand ’ 0 th e  s u b j e c t  m a t t e r  or  raw 
m a t e r i a l  in v o lv e d .
ATTITUDES : a p p roach es  to s i t u a t i o n s ,  i s s u e s  o r  problem s d er iv ed  from 
in n e r  f e e l i n g s  encouraged and developed in  in d i v i d u a l  s tu d e n ts  through 
the v a r io u s  d i s c i p l i n e s  l e a d in g  to  a c c e p ta b le  forms o f  a c t i o n  o r  
behav io u r in  r e l a t i o n  to  them selv es  and o t h e r s .
2 .  Background :
The s e c t i o n s  o f  th e  s u b j e c t  papers from the 7 f i r s t —s t a g e  C h esh ire  
s c h o o l s ,  c o v e r in g  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  r e v e a le d  a number 
o f  shared  c o n c e r n s .  I t  i s  n o t  s u r p r i s i n g  t h a t  i n  th e  S c i e n c e ,  Maths 
and E n g l i s h  s u b m iss io n s  s p e c i f i c  r e f e r e n c e s  were made to  those  
s c i e n t i f i c ,  m a th em a tica l  and l i n g u i s t i c  n o t io n s  which underpin the 
s u b j e c t s .  R e la te d  n o t io n s  were a l s o  r e f e r r e d  to  i n  o t h e r  s u b je c t  
papers  and a number o f  su b m iss io n s  re v e a le d  a common i n t e r e s t  in  
d e v e lo p in g  and r e i n f o r c i n g  s o c i a l ,  e t h i c a l ,  a e s t h e t i c  and s p i r i t u a l  
c o n c e p t s .
In  th e  a r e a  o f  s k i l l s  im portance was w idely a t t r i b u t e d  to  the 
fo l l o w in g :  th e  a b i l i t y  to  use language a c c u r a t e l y ;  to  o r g a n is e
i d e a s ;  to  o b serv e  i n t e l l i g e n t l y ;  to  make good u se  o f  in fo r m a t io n ;  
to  perform o p e r a t io n s  a c c o r d in g  to  i n s t r u c t i o n s ;  and o f  cou rse  to  
the  development o f  manual and p h y s ic a l  s k i l l s .  A l l  s u b j e c t  papers 
showed a common i n t e r e s t  in  th e  development o f  c e r t a i n  a t t i t u d e «  
which, f o r  c o n v e n ie n c e ,  may bo grouped under two h e a d in g s :—
( a )  i nd iv id u a 1 : th e  development o f  u e l f - c o n l ' id e n c e ;  an e n q u ir in g  
mind; independence o f  th o u g h t ;  r e a d in e s s  to  t a c k l e  problems; 
s e l f - a w a r c n o s s ;  pri tie in  ach iev em ent;  p e r s e v e r a n c e .
( b )  c o r p o r a t e : t o l e r a n c e ;  empathy; a con cern  f o r  o t h e r s ;  
com parison ; r e a d in e s s  to  c o - o p e r a te  and a b i l i t y  to  work with 
o t h e r s ;  a sen se  o f  r e s p o n s i b i l i t y .
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Supplement to Curriculum 11-16
TH E D E S C R IP T IO N S  O F  T H E  8 A D J E C T IV E S
The c u rr ic u lu m  papers c o n ta in  a lis t o f ad jectives w h ich  id e n tify  8  broad areas o f  experience  th a t 
are considered to  be im p o r ta n t fo r  a ll pup ils.
The 1 1 1 6  W o rk in g  P arty  cons idered  each o f these adjectives a n d  the  fo llo w in g  d e scrip tio n s  are 
the result o f  its  d iscussion.
The w o rk in g  p a rty  is w e ll aware o f  the  d i f f ic u lty  o f  a rriv ing  at d e f in it iv e  sta tem ents, hence the 
a lternatives p u t fo rw a rd , and the re  is no w ish to  d iv id e  e xp e rie n ce  in to  m u tu a lly  exclusive  
categories, b u t these d e sc rip tio n s  are o ffe re d  in the  hope th a t th e y  w ill p ro v id e  some usefu l and 
he lp fu l basis fo r  fu r th e r  discussion in  schools.
A E S T H E T IC /C R E A T IV E
The aesthetic area is conce rned  w ith  an awareness o f  degrees o f  q u a lity  and an a p p re c ia tio n  o f 
beauty; th e  a b ility  to  perceive and respond b o th  e m o tio n a lly  a n d  in te lle c tu a lly  to  sensory 
experience; the  kn o w le dg e  and s k ills  th a t m ay in fo rm  and enhance  such experiences and th e ir 
expression; the  e x p lo ra tio n  and unders ta n d in g  o f  fee ling and th e  conscious re c o g n itio n  o f 
in tu itiv e  responses and a c tio n . T he  creative  aspect is concerned  w ith  in v e n tio n  and m ay be the 
m ore active  p a rt o f  th e  aesthetic experience.
E T H IC A L
The e th ica l area is concerned  w ith  p rin c ip le s  u n d e rly in g  p ra c tic a l m o ra lity , d e sc rip tio n s  o f  r igh t 
and w ro ng  c o n d u c t, o b lig a tio n s , d u tie s  and rights.
L IN G U IS T IC
The lin g u is tic  area is conce rned  w ith  the  use o f  w ords in  lis te n in g  and reading, ta lk in g  and 
w ritin g . These a c tiv it ie s  he lp  th e  in d iv id u a l to  receive and process in fo rm a tio n , to  e n te r the 
w o rld  o f  ideas, to  m ake  sense o f  h is  experience and to  relate to  o thers .
M A T H E M A T IC A L
The m ath e m a tica l area is conce rned  w ith  fa m ilia r ity  w ith  n u m b e rs  and sym bo ls  and th e  a b ility  
to  use th e m  w ith  co n fide n ce . I t  inc ludes co m m u n ica tin g , p ro b le m  solving and generalising. 
C o m m u n ica ting  means tra n s m itt in g  and in te rp re tin g  in fo rm a t io n  conveyed by  tables, diagram s 
and m odels. P rob lem  so lv ing  invo lves id e n tify in g  the relevant va riab les in a real p ro b le m , setting  
up an a bstrac t ‘m o d e l’ o f  the  p ro b le m  and using m athem atica l techn iques to  solve it.
G eneralising im p lie s  seeking and recognising pa tterns  and re la tio n s h ip s  and ju s tify in g  conclus ions 
by logical a rgum en t expressed in precise and unam biguous language.
P H Y S IC A L
The physica l area is concerned  w ith  awareness and u n d ers ta n d in g  o f the  hum an b o d y . I t  involves 
m ovem ent, th ro u g h  the  d e ve lop m e n t and m ain tenance o f b o d ily  skills , co o rd in a tio n  and 
c o n tro l, and m a n ip u la tiv e  a b ilitie s . Such experience o f  m o ve m e n t leads to  an understand ing  o f 
spatial d im ens ions and an a p p re c ia tio n  o f na tu ra l forces. M o ve m e n t is a means o f non  verbal
-  h?8-
c o m m u n i c a t i o n ,  in w h i c h  t h e  in d iv id u a l m ay  respond to  a s tim u lu s , d ra w in g  u p o n  past 
e x p e r i e n c e  and im ag ina tion .
SCIENTIFIC
The scientific area is concerned  especially  w ith  observing, p re d ic tin g , and e xp e rim e n tin g .
Observing requires d ire c t o r in d u e d  evidence fro m  the physical w o r ld . P re d ic tin g  w ill he based, 
consciously o r u nconsc ious ly , o n  a h ypo thes is  w h ich  exp la ins p a tte rn s  o f p rev ious observation. 
Predicting shows w h a t w i l l  be th e  next m ost s ig n ifica n t observa tion  and its tes ting  m ay requ ire  
experimenting, the use o f  apparatus, phys ica l sk ills , m easurem ent and c a lcu la tio n .
Observing, p re d ic tin g  and e x p e rim e n tin g  do  n o t m ere ly  m ake up the  'o rgan ised  know ledge o f the 
natural w o r ld ’ w h ich  is ca lled  science; th e y  c o n s titu te  a p o w e rfu l m e th o d  o f  p ro b le m  solving.
SOCIAL/POLITICAL
The social and p o lit ic a l area is conce rned  w ith  re la tionsh ips  w ith in  so c ie ty : betw een ind iv idua ls, 
between ind iv idua ls  and social groups, and betw een social groups.
It involves a co n s id e ra tio n  o f  be lie fs  and values, o f purposes ant) m o tiv a tio n s , o f rules and 
conventions, o f a u th o r ity  and pow er.
Understanding one's o w n  personal re la tionsh ips  requires self kno w le dg e  as w e ll as know ledge  o f 
and sensitiv ity to w a rd s  others.
S P I R I T U A L
i. The s p ir itu a l area is conce rned  w ith  the  awareness a person has o f  those elem ents in 
existence ant) experience  w h ic h  m ay tie d e fine d  in te rm s o f inner feelings and beliefs, 
they a ffe c t th e  w ay people  see themselves and th ro w  lig h t fo r  th e m  on the purpose 
and m eaning o f  life  itse lf. O fte n  these feelings and be lie fs  lead people  to  c la im  to  
kn o w  G od and to  g lim pse  the transcenden t; som etim es th e y  represent th a t s triv ing  
and long ing fo r  p e rfe c tio n  w h ic h  characterises hum an beings b u t a lw ays they are 
concerned w ith  m a tte rs  at the  heart and ro o t o f  existence.
i i. The sp ir itu a l area is conce rned  w ith  e ve ry th in g  in hum an kno w le dg e  o r experience 
th a t is connected  w ith  o r derives fro m  a sense o f G od o r o f  Gods. S p ir itu a l is a 
meaningless ad jec tive  fo r  the  a the is t and o f  dub iou s  use to  the  agnostic. Irrespective 
o f personal tro lu f  o r  d isb e lie f, an u naccoun tab le  n u m b e r o f  people  have believed and 
do  believe in the  s p ir itu a l aspects o f hum an life , and th e re fo re  th e ir  actions, a ttitu d e s  
and in te rp re ta tio n s  o f  events have been in flue n ce d  a cco rd in g ly .
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l, ASSESSMENT
3 l i B  paper a t te m p ts  t o  map th e  t e r r i t o r y  in v o lv e d  in  th e  assessm ent o f  p u p i l s  by 
jchools th e m s e lv e s .  I t  i s  n e c e s s a r i l y  a t  a  high l e v e l  o f  g e n e r a l i t y  as th e  d e t a i l  
of the map w i l l  need t o  be f i l l e d  in  by in d i v i d u a l  s c h o o ls  and by in d iv id u a l  s u b je c t  
iepartmer.ts w i th in  th e  s c h o o l s .  Only th e y  w i l l  know the  p a r t i c u l a r  s t r u c t u r e  o f  
their cu rr icu lu m , th e  needs and c a p a b i l i t i e s  o f  the  p u p i ls  and the  u se s  t o  whi ih 
they wish t o  put a s s e s s m e n t .  Assessm ent w i th in  the  s c h o o l  need3 t o  be seen  a t  two 
levels. F i r s t ,  the  MICRO l e v e l  o f  m e a su rin g  pu p il  a t ta in m e n t  o f  the d e t a i l e d  o b je c ­
tives l a i d  down by s u b j e c t  d e p a r tm e n ts .  Second , a t  th e  MACRO l e v e l  o f  assessm ent or 
evaluation o f  th e  t o t a l  impact o f  th e  c u rr ic u lu m  upon th e  p u p il  p o p u la t io n  w ith in  
the s c h o o l .  The f o l l o w in g  a t te m p ts  t o  e x p l o r e  the main c r i t e r i a  by which these  car. 
be e s t a b l i s h e d .
I MICRO -  ASSESSMENT WITHIN THE SUBJECT D ISCIPLINES  
•. WHAT I S  ASSESSMENT?
1.1 Assessm ent i s  th e  measurement o f  a t ta in m e n t  or perform ance by 
in d i v i d u a l  p u p i l s  and u s u a l l y  i n v o l v e s  comparison w ith  s tand ard s  
s e t  by o t h e r  p u p i l s .  I n  th e  c o n t e x t s  o f  most s c h o o ls  assessm ent 
w i l l  need t o  go beyond mere t e s t i n g  and should be d es ig n ed  to  
measure and a s s i s t  th e  p r o g r e s s  o f  in d iv id u a l  p u p i l s .
1 .2  To an e x t e n t  d ia g n o e ie  and p r e d i c t i o n  a re  e lem ents  in  a l l  a s s e s s ­
m ent. For i n s t a n c e ,  a ssessm e n t  o f  re a d in g  s k i l l s  w ith  younger 
p u p i l s  i s  more con cern ed  w ith  d ia g n o s i s ,  whereas GCE A/Level i s  
o f te n  used p r e d i c t i v e l y  f o r  h i g h e r  e d u c a t io n .  Techniques o f  
assessm e n t  w i l l  o f t e n  need t o  i n d i c a t e  m astery  by p u p i l s  and on 
o c c a s io n  t o  be d i s c r i m i n a t o r y  by p l a c i n g  them in  rank o r d e r .  I t  
should  be n o te d  t h a t  t h e s e  a r e  d i s t i n c t  fu n c t io n s  and a tte m p tsto do them all with the same instrument of assessment may well result in none of them being done v e ry  well.
2. WHT A S S E S ?
2.1 Assessment is implied logically by the e x i s t e n c e  o f  a s y l la b u o  which in addition t o  broad  aims f o r  the s u b j e c t  w i l l  c o n ta in  a aeries of Btated and measurable o b je c t i v e s  by which th e  o v e r a l l  targets are to be reached. Assessm ent should be a b le  to  i n d i c a t e  
t o  all the parties involved whether or not th e  o b j e c t i v e s  have been 
achieved.
2 .2  There i s  a danger of a ssessm e n t  becoming an end in  i t s e l f  -  p u b l ic  examinations have often tended t o  o x e r t  a  d om inating I n f l u e n c e .To avoid this, assessment needs to be embedded in the teaching process where it should be able w ith appropriate instruments to 
perform two tasks:
2 . 2 . 1  it should help teachers to comnunicate g o a ls  to their pupils, share experience, offer encouragement and, be constructively critical, it should also identify particular needs and weaknesses as a basis for remedial 
action
2.2.2 through pupil performance, it shcaild provide fesdbaok to the tsaohsr on ths suitability of the work ensuring 
that It matches abilities and is challenging without being defeating.
V
2 .3  f u l f i l  th a n e  fu n c t io n s  a ssessm en t te c h n iq u e s  in  th e  s u b j e c t s  need
t o  b u i ld  up:
2 .3 * 1  cu m u la t iv e  r e c o r d s  o f  in d iv id u a l  p u p i l n '  p ro g re s s  through 
c o n t in u o u s  assessm e n t  o f  l e a r n e r  p ro d u cts  in  a l l  t h e i r  
v a r io u s  forms — w r i t t e n ,  spoken, 2 and 3 d im e n s io n a l ,  
g r a p h i c a l ,  problem fra m in r  and s o l v i n g  p h y s i c a l  and 
p r a c t i c a l  e t c
2 . 3 . 2  an o v e r a l l  assessm e n t  o f  th e  range o f  p u p il  perform ance 
in  th e  group and a c r o s s  th e  v a r io u s  t a s k s  t o  a l lo w  the 
t e a c h e r  t o  m o n ito r  the l e v e l s  and s u i t a b i l i t y  o f  the  
work w i t h i n  t h a t  s u b j e c t .
WHA? SHOULD BE ASSESSED?
3.1 I f  th e  system  o f  a ssessm e n t  has t o  measure how f a r  s p e c i f i c  t a s k s  a re  
s u c c e s s f u l l y  u n d e rta k e n  by i n d iv id u a l  p u p i ls  i t  fo l lo w s  t h a t  the  
c l e a r e r  th e  o b j e c t i v e s  and th e  t a s k s  t o  a c h ie v e  them the more p r e c i s e  
can be the measurement o f  a t ta i n m e n t ,  g iven  a p p r o p r ia te  means.
3.2 U n t i l  r e c e n t l y ,  many s u b j e c t  dep artm ents  have c o n c e n tr a te d  cn 
im p a rt in g  knowledge and have a s s e s s e d  m ainly  th e  a c q u i s i t i o n  o f  
f a c t u a l  i n f o r m a t i o n .  Althcaigh p r a c t i c a l  s u b j e c t s  l i k e  th e  c r a f t s  and 
PE and sene o t h e r s  have a s s e s s e d  d i f f e r e n t  cxitputs the  s t r e s s  cn 
knowledge i n  m ost s u b j e c t s  has meant t h a t  many s y l l a b u s e s  have been 
e x p r e s s e d  s im p ly  in  term s o f  l i B t s  o f  c o n t e n t • Assessm ent f o r  them 
has t e s t e d  t h e  l e a r n i n g  o f  i n f o r m a t io n .  Even where t h e r e  has beer, a 
move away from mere c o l l e c t i o n  and a c c r e t i o n  o f  f a c t s ,  many s u b j e c t s  
s t i l l  have t o  g ra p p le  w ith  t h i s  ty p e  o f  demand i n  p u b l ic  e x a m in a t io n s .
3 .3  However, the  a n a l y s e s  o f  th e  v a r io u s  s u b j e c t  a r e a s  un dertak en  by the  
s c h o o ls  in  t h e i r  r e a p p r a i s a l  o f  th e  11—16 C u rricu lum  has i n d i c a t e d  
t h a t  t h e r e  i s  c o n s i d e r a b l e  agreement in  each  s u b j e c t  cn th e  r a t i o n a l e  
which u n d e rp in s  th e  f a c t u a l  m a t e r i a l  a c t u a l l y  ta u g h t  in  th e  c la s s r o o m . 
These r a t i o n a l e s  a re  e x p r e s s e d  in  terms o f  th e  c o n c e p t s ,  s k i l l s  and 
a t t i t u d e s  p a r t i c u l a r  t o  e a ch  s u b j e c t  and th e y  i n d i c a t e  th e  e s p e c i a l  
c o n t r ib u t io n  e a c h  makes t o  tho c u r r ic u lu m . I t  i s  th e s e  e le m e n ts  which 
a re  used t o  o r g a n i s e  and e x p l a i n  th e  body o f  knowledge e x p lo re d  and u  
t h i s  e x t a n t  t h e  f a c t u a l  m a t e r i a l  becomes more a means than  an end in  
i t s e l f .
3 .4  Now t h a t  each  s u b j e c t  has  a n a ly se d  i t s  o b j e c t i v e s  s o  c l e a r l y  i t  i s  the  
ta s k  o f  a s s e s s m e n t  t o  e n s u re  t h a t  tho day t o  day t e a c h i n g  o f  th e  c o n te n t  
in  f a c t  a c h i e v e s  th e s e  e n d s .  Tho d i f f i c u l t y  w i l l  be t o  make c e r t a i n  
t h a t  i t  i s  t h e  u n d e r ly in g  c o n c e p t c ,  s k i l l s  and a t t i t u d e s  which a re  
t a s t e d  not m e r e ly  the  knowledge which has been a c q u i r e d .
3.5 I t  may not be p o s s i b l e  t o  make t h i s  s e p a r a t i o n  in  some s u b j e c t s  -  
modern la n g u a g e s ,  seme a s p e c t s  o f  s c i e n c e  and PE s p r in g  t o  mind — where 
c o n te n t  i s  one o f  the  o b j e c t i v e s  t o  bo a c h ie v e d .  Indeed t h e r e  w i l l  
p ro b a b ly  be p a r t s  o f  e v e r y  s u b j e c t  where i t  w i l l  be im p o s s ib le  t o  mako 
th iB  d i s t i n c t i o n .  However, i t  i s  worth making th e  a ttom pt t o  avoid 
u s in g  means o f  a ssessm e n t  which demand a s p e c i f i c  corpus o f  knowledge. 
Otherw ise  th e y  tend  t o  end orse  one ro u te  and one r o u te  cmly t o  the 
a t ta in m e n t  o f  a  g o a l .  Goaln should be c a p a b le  o f  b e in g  approached ir.
a v a r i e t y  o f  ways a c c o r d in g  t o  c ir c u m sta n c e  and need .
4. HOW CAN ASSESSMENT BE UNDER TAX Hi?
4 .1  H i is  s e c t i o n  a t te m p ts  t o  lo o k  a t  some o f  the  c o n s i d e r a t io n s  t o  be borne 
in  mind i n  3 a r e a s  o f  a s s e s s m e n t .  Wh e v e r  assessm ent t e c h n i q u e s  are  
used th e y  w i l l  need t o  have: compar > i l i t y  ( th e  same base  l i n e s  u s e d ) ;  
a c o n s i s t e n t  s ta n d a rd  or  norm; v a l i  i t y  (do they t e s t  what th e y  s e t  
out t o  t e s t ? ) ;  r e l i a b i l i t y .  Hie r a n r;e o f  in s tru m en ts  to  a s s e s s  s k i l l s  
and t h i n k i n g  i s  e x t e n s i v e  and each G u b ject  has over many y e a r s  b u i l t  up 
a b a t t e r y  o f  t e s t i n g  te c h n iq u e s  p a r t i c u l a r  to  i t s  s p e c i a l  n e e d s .  There 
i s ,  however, th e  need t o  see  t h a t  th e y  meet the above c r i t e r i a .
4 . 2  ORAL WORK: Although most o f  th e  co m unication  between p u p i l  and 
t e a c h e r  i s  o r a l ,  most a ssessm en t o f  p u p il  performance i s  u n d ertak en  on 
w r i t t e n  work (w ith  th e  e x c e p t io n  o f  a s p e c t s  o f  the  p r a c t i c a l  a re a s  o f  
the  c u r r i c u l u m ) .  Assessm ent o f  ora cy  i s  t im e consuming and may la c k  
p r e c i s i o n  but t h e r e  i s  an u rg e n t  need t o  develop e x p e r t i s e  h e r e .  Hie 
o r a l  work o f  a  p u p i l  may be a s s e s s e d  t o  i n d i c a t e  powers o f  c o n f id e n c e  
and c o n c e n t r a t i o n ,  t h e  v o ca b u la ry  employed, the range o f  a p p r o p r ia te  
s t r u c t u r e s ,  th e  a b i l i t y  t o  d e s c r i b e ,  t o  argue a ca se  or  t o  t a l k  through 
a problem  a s  w e l l  a s  t o  respond t o  q u e s t io n s  or t o  o th e r  p e o p le *  o i n t s  
o f  v iew . I f  a s s e s s m e n t  o f  gToup o r a l  work i s  a ttem pted  e le m e n ts  » ik e  
the  p r e s e n t a t i o n  o f  s h a re d  e x p e r i e n c e ,  s e n s i t i v i t y  towards o t h e r s  and 
powers o f  o r g a n i s a t i o n  need t o  be tak en  i n t o  a c c o u n t .  S u b j e c t i v e  but 
c o n s id e r e d  s t a t e m e n t s  by t e a c h e r s  p ro v id in g  th ey  a re  s y s t e m a t i c  and 
c o n s i s t e n t  w i l l  be more a c c u r a te  and more u s e f u l  in  t h i s  a r e a  than 
a p p a r e n t ly  s c i e n t i f i c  or  o b j e c t i v e  t e s t e .
4 *3  WRITTEN WORK: As th e  main means by which the  work o f  p u p i l s  in  a s s e s s e d ,  
t h e i r  l e a r n i n g  i s  s u b j e c t  to  a wide v a r i e t y  o f  w r i t t e n  t e n t s  and a s s e s s ­
ment d e v i c e s .  The f o l l o w in g  i n d i c a t e  the main c a t e g o r i e s  f o r  tho se  
s u b j e c t s  which o p e r a t e  on a s e q u e n t i a l  r a t h e r  than e x p l o r a t o r y  b a s i s :
C lo s e d :  o b j e c t i v e  t e s t s :  m u l t ip le  c h o ic e
com pletion  
matching 
t r u e / f a l s e
s t r u c t u r e d  s h o r t  answer
O uided: untimed t e s t s
open book te s ts / p r e p a r e d  answers
s t im u lu s  ( i e  resp on d in g  to  or i n t e r p r e t i n g  w r i t t e n  
or i l l u s t r a t i v e  m a t e r i a l )  
guided e s s a y s  ( i c  some s t r u c t u r e  provided)
Open: e s s a y s
problem s o l v i n g  ( i e  s i m u l a t io n s ,  p r a c t i c a l s )  
c o u rs e  work
o b s e r v a t i o n a l  work ( i e  f ie ld w o rk ,  e x p e r im e n ta l  work) 
p r o j e c t s .
There a re  ad v a n ta g es  and d is a d v a n ta g e s  to  each approach. The fo l lo w in g
a re  th e  main c o n s i d e r a t i o n s :
( 1 )  M u l t ip l e  c h o ic e  te c tD  can be e co n o m ica l ,  f r e e  o f  tne  m a r k e r 's  
b i a s  and can t e s t  co n c e p ts  ar.d a n a l y s i s  as w ell  as f a c t s .  I t  
i s ,  howevor, hard t o  avo id  am biiM ity when t e s t i n g  more complex 
id e a s  and a lm ost im p o s s ib le  t o  t e s t  s k i l l s  o f  s y n t h e s i s
( 2 )  s t r u c t u r e d  q u e s t io n s  a re  u s e f u l  f o r  mixed a b i l i t y  groups where 
an i n c l i n e  o f  d i f f i c u l t y  ( p r o g r e s s i v e l y  more demanding answ ers)
I
i s  re q u ir e d «  However, s t r u c t u r e d  q u e s t io n s  can be r e s t r i c t i v e  
and d e p re s s  th e  s c o r e s  o f  a b l e r  c a n d id a te s ;  in  p a r t i c u l a r  
th e y  o f t e n  demand d e t a i l e d  and h ig h ly  s p e c i f i c  knowledge«
E x p e r ie n c e  has a l s o  shown t h a t  f a r  from a s te a d y  g r a d i e n t ,  
t e s t s  which o f f e r  a s e r i e s  o f  peaks o f  d i f f i c u l t y  a l lo w  
p u p i l s  o f  l e s s  a b i l i t y  t o  keep going
( 3 )  p re p a re d  answers need some ground r u l e s .  For i n s t a n c e ,  two 
problem s can be s e t  b efo reh a n d  with only a l i m i t e d  number o f  
words f o r  each  answer o u t l i n e  a l lo w e d ; th e  q u e s t io n  t o  be done 
under t im e  c o n d i t i o n s  t o  be chosen by l o t
( 4) f a c t u a l  e s s a y s  may sample p o o r ly  in  e xa m in a tio n s  (e g  fo u r  
q u e s t io n s  on ly  on two y e a r ' s  w ork);  i t  i s  sometimes d i f f i c u l t  
t o  s e p a r a t e  a c a n d i d a t e ' s  a b i l i t y  in  Q ig l i s h  from a b i l i t y  in  
th e  s u b j e c t ;  i t  i s  tim o consuming t o  e x p r e s s  id e a s  in  co n n ecte d  
a i g l i s h .  However, th e y  do t e s t  w e l l  th e  a b i l i t y  t o  w r i t e  a 
re a so n e d  argument and s u b j e c t i v e  marking can  t o  an e x t e n t  be 
overcome by making i t  c l e a r  t o  p u p i l 8 and t o  s t a f f  in  th e  d e p a r t ­
ment t h a t  e s s a y s  w i l l  be graded on, sa y ,  o r g a n i s a t i o n ,  c l a r i
and v a l i d i t y  o f  g e n e r a l  s ta te m e n ts  r e l a t e d  t o  th e  q u e s t io n  arid 
th e  m a r s h a l l in g  o f  s u p p o r t in g  e v id e n ce  as  an argument
( 5 ) co n t in u o u s  a s s essm e n t  o f  c o u rs e  work s p re a d s  th e  lo a d ,  p ro v id e s  
more thorough c o v e r a g e ,  a v o id s  p s y c h o l o g i c a l  p r e s s u r e  a t  
e x a m in a t io n  t im e  and can be m u lt id im e n s io n a l .  But i t  can s u b j e c t  
p u p i l / t o a c h e r  r e l a t i o n s h i p s  t o  s t r a i n ,  r e q u i r e s  c o n s i d e r a b l e  e x t r a  
e f f o r t  in  m oderation  t o  m a in ta in  norms and may a s s e s s  th e  p a r t s  
b ut n o t  th e  whole
( 6 )  p r o j e c t s  and o b s e r v a t i o n a l  work: u n s e l e c t i v e  cop ying  i n  p r o j e c t s  
and f a i l u r e  t o  com plete  f i e l d  or  e x p e r im e n ta l  work a r e  th e  main 
d raw backs. However, t h i s  approach does a l low  p u p i l s  maximum 
freedom t o  d ev e lo p  id n a s  and pursue i n t e r e s t s  a l th ou g h  younger 
p u p i l s  may need h e lp  o v er  th e  c o n s t r u c t i o n  o f  an o u t l i n e  by th e  
t e a c h e r .
4 . 4  PRACTICAL ACTIVITIES:
( 1 )  Assessm ent o f  p r a c t i c a l  a c t i v i t i e s  can be co m p lic a te d  and time
consuming and i t  i s  e s s e n t i a l  t h a t  only  th o se  s k i l l s ,  c o n c e p ts  
and a t t i t u d e s  th e  p r a c t i c a l  u n iq u e ly  o f f e r s  a re  t e s t e d .  I f  a c t i v i t y  
or  p erfo rm ance  i s  th e  on ly  o b j e c t i v e  then  the  p r a c t i c a l  i s  th e  cr .ly  
t e s t .  O ther  a s p e c t s  may be more e f f e c t i v e l y  a s s e s s e d  by w r i t t e n  
t e s t s .  I t  iB  a l s o  n o c e s s a r y  t o  be c l e a r  whether i t  i s  th e  product  
( t h e  f i n i s h e d  a r t i c l e  o r  perform ance which i s  b e in g  t e s t e d )  or the  
p r o c e s s  ( t h e  moans by which i t  i s  produced) which i s  b e in g  a s s e s s e d  
and i f  both i n  what p r o p o r t io n .  Assessment i s  e a s i e r  where t h e r e  
i s  a  'p e rm a n e n t '  end p ro du ct eg an o b j e c t  made, a movement
v id eo  r e c o r d e r  or a m u s ic a l  perform ance on t a p e .  But th e  a s s e s s ­
ment o f  the  f i n a l  p ro du ct a lo n e  (e g  th e  r e s u l t s  from a  l a b o r a t o r y  
e x p e r im e n t )  may n o t  i n d i c a t e  adequately th e  d egree o f  coo p o te n ce  ir. 
methods o f  w ork ing . Assessm ent o f  the  p ro c e s s  e s p e c i a l l y  where 
t h e r e  i s  a  t r a n s i e n t  end p ro du ct r e q u i r e s  d i f f e r e n t  approaches
but does n o t  always im ply co n t in u o u s  d i r e c t  o b s e r v a t io n  o f  the 
p u p i l ,  eg wood j o i n t s  can be l e f t  unassembled fo r  assessm e n t  or 
seam s t i t c h i n g  in  a d r e s s  examined b e fo re  the  l i n i n g  i s  sewn i n .
( 2 )  Whatever th e  n a tu r e  o f  the  p r a c t i c a l  a c t i v i t i e u  as »oD3ment  w i l l  
p ro b a b ly  in v o lv e  in  each  c a s e  p u p i le *  a b i l i t i e s  in i d e n t i f  1 c a t  1 on
( e g  d i f f e r e n t  m a t e r i a l s ;  d i f f e r e n t  t o o ln  or  m u sica l  in s tru m e n ts  
a PJ>ropriato methods; t r o u b le  s h o o t i n g ) ;  lai^owled^e  ^ ( e g  p r o p e r t i e s  
o r  m a t e r i a l s .  toolG  or  in stru m en ts  and t h e i r  a p p l i c a t i o n s ) ;  
p erform ance  (e g  the making o f  a  p ro d u ct  or p erfo rm in g  o f  a  t a s k ) .
®y d e f i n i n g  the  c o n s t i t u e n t  o p e r a t io n s  in  a p r a c t i c a l  i t  i s  
p o s s i b l e  t o  d e v is e  sub—t e s t s  or e x p e r im e n ta l  s i t u a t i o n s  and 
e s t a b l i s h  ’ s t a t i o n  t e s t i n g ’ fo r  e x a m in a t io n  or assessm ent p u rp oses .
I t  i s  p o s s i b l e  t o  t e s t  more s k i l l s  UGi ng l e s s  tim e and space t h i s  
way, eg  in  Home Economics i t  in p o s s i b l e  to  d e v is e  3 experim entr  
or  t a s k s  a t  8 l o c a t i o n s  or ’ s t a t i o n s • t a s t i n g :
i d e n t i f i c a t i o n  : o f  d i f f e r e n t  c u t s  o f  meat
o f  d is h e s  with f a u l t s  i n d i c a t i n g  what 
went wrong and why
knowledge : o f  va lu e  o f  s e l e c t e d  foods t o  the  body
o f  c o s t s  o f  p a r t i c u l a r  ty p es  o f  meal
perform ance  : p r e p a r a t io n  o f  a  sim ple meal 
remove s t a i n s  from  c l o t h i n g  
co n n ect  e l e c t r i c  p lug  c o r r e c t l y  
t e s t i n g  f o r  h a rd n e ss  o f  w a te r .
I f  i t  i s  n o t  n e c e s s a r y  or  p o s s i b l e  t o  op era te  th e s e  ’ s t a t i c «  
t e s t s *  c o n c u r r e n t l y ,  i t  i s  p o s s i b l e  t o  spread them i n t e r m i t t e n t l y  
a c r o s s  a  p e r io d  o f  t i m e .  Some a c t i v i t i e s  b r in g  a l l  3 t o g e t h e r  
eg  p a i n t i n g  a  p i c t u r e  in v o lv e s  i d e n t i f i c a t i o n  o f  a p p r o p r ia te  t o o l s  
and m a t e r i a l s ,  knowledge o f  t h e i r  p r o p e r t i e s  and perform ance and 
p erfo rm ance  i n  b r in g in g  them t o g e t h e r  in  an end p ro d u c t ;  a  s i m i l a r  
s y n t h e s i s  i s  developed in  the  sub s k i l l s  involved  in  the  s u c c e s s f u l  
th ro w in g  o f  a  j a v e l i n  o r  d is c u s  in  a t h l e t i c s .
( 3 )  On a l l  t h e s e  o c c a s io n s  i t  i s  e s s e n t i a J .  t o  d i s t i n g u i s h  th e  co n tr ib u to r ;/  
a s p e c t s  and d e v is e  sub—t e s t s .  f o r  exam p le ,  in  a l a b o r a t o r y  e x p e r ­
iment i n  c h e m is t r y  i t  should bo p o s s i b l e  to  t e G t  f o r :
Knowledge : o f  m a t e r i a l s  in v o lv e d ,  p ro ced u res ,
ap p aratu s  and i t s  use
I d e n t i f i c a t i o n  : o f  the  problem t o  be s o lv e d ,  c o n s t r u c t i o n
o f  exp erim ent,  o f  changes o f  m a t e r i a l s  e t c  
d uring  experim ent and new re q u ire m e n ts
P o r fa r m w c e  : uso o f  a p p a ra tu s ,  r e c o r d in g  o f  chang es ,  
d e v is in g  p r a c t i c a l  re sp o n se s  t o  new 
re q u ire m e n ts ,  s o l v i n g  problem .
Tile b e s t  means o f  s e c u r in g  r e l i a b i l i t y  in  assessm e n t  o f  p r a c t i c a l  
a c t i v i t i e s  i s  f o r  s t a f f  to g e th e r  to  draw up the c h e c k l i s t  o f  sut>- 
o k i l l s  in v o lv e d ,  a g re e  c r i t e r i a  fo r  a s s essm e n t  and d is c u s s  t r i a l  
markings and a s s e s s m e n ts  c o l l e c t i v e l y  t o  a ch ie v e  c o n s i s t e n c y .
4 .5  I t  sh o u ld  bo r o c o f j i i s o d  t h a t  oach o f  th e s e  in s tru m en ts  may c r e a t e  a 'b a c k ­
wash e f f e c t *  cm te a c h in g  c t r a t o g ie G  a d o p te d .  Kor i n s t a n c e ,  th e  demands of 
acme o/L e x a m in a t io n s  encourage d r i l l i n g  i n  p a r t i c u l a r  te ch n iq u e s  tr.d the 
w r i t i n g  o f  p r a c t i c e  a nsw ers .
4 .6  Many o f  th e  e le m e n ts  o f  tho v a r io u s  s u b j e c t s  which a re  regard ed  as  o f  most 
value t o  p u p i le  — th o se  a f f e c t i n g  t h e i r  a t t i t u d e s ,  b e l i e f s  and s o c i a l  
o p e r a t io n  — aro  extrorooly  d i f f i c u l t ,  i f  n o t  im poo3ib lo ,  t o  t e s t .  Again i t  
i b  th e  e x p e r i e n c e  and p r o f e s s i o n a l  judgement o f  the t e a c h e r  exprenood i n  1
-'»35-
simple s ta te m e n t  which may be th e  moot e f f e c t i v e  means o f  a s s essm e n t  
o f  a p u p i l ’ s  d ev elop m en t.
4.7 I t  i s  c l e a r  t h a t  p r a c t i s i n g  te a ch e rG  have had l i t t l e  o p p o r tu n i ty  '.o 
look  c r i t i c a l l y  a t  t h e i r  e x i s t i n g  range o f  in d i v i d u a l  t e s t  i tem s i ?  
see which a s s e s s  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  most e f f e c t i v e l y .
Nor have th e y  had much o p p o rtu n ity  to  e x p lo r e  means t o  i d e n t i f y  the  
p u p il  who iB p o t e n t i a l l y  g i f t e d  in  t h e i r  s u b j e c t .  On th e  whole 
s u b j e c t s  havo i n  th e  p a s t  used a  r e s t r i c t e d  range o f  a s s e s s m e n t  te c h n ­
i q u e s .  A much w id er v a r i e t y  w i l l  need t o  be employed in  th e  f t i tu re  t o  
r e f l e c t  th e  e x t e n t  o f  p r o v is io n  w ith in  and acrosG  s u b j e c t s  and t o  holy  
develop th e  whole p o t e n t i a l  o f  th e  p u p i l .
KOW SHOULD ASSEDMEJJT BK RECORD ED?
5.1 "Mark Books" have g o t  t o  chang e . I t  i s  no lo n g e r  good enough t o  r e c o r d  
6/10 f o r  t h i s  map or  7/10  f o r  t h a t  t e n t  and then  add them up t o  produce 
a " s a t i s f a c t o r y  p r o g r e s s "  end o f  t e r n  r e p o r t .  Adding new te c h n iq u e s  
w ithout weeding out th e  o ld  would, however, make th e  burden i n t c l " ” d i e .  
Each s c h o o l  need s t o  d evelop a c o n c e r te d  s c h o o l  p o l i c y  on aa-essm .. . 
and r e c o r d i n g .
5 .2  I t  i s  worth n o t i n g  t h a t  t h i n k i n g  in  s c h o o ls  i s  moving tow ards the 
c r e a t i o n  o f  a  p r o f i l e  o f  the  s tu d e n t  over a  y e a r ’ s work and c u m u la t iv e ly  
over th e  5 y e a r s .  T h is  should  p rovide  a  sounder basiG  f o r  s e n s i t i v e  
guidance f u r t h e r  i n t o  th e  e d u c a t io n  system  or i n t o  employment.
5.3  The d e f i n i t i o n  by th e  s o p a r a te  s u b j e c t s  i n  th e  7 s c h o o ls  o f  th e  c o n c e p ts  
s k i l l s  and a t t i t u d e s  w ith  which th e y  a re  con cern ed  and th e  agreem ent 
over th e  8 a r e a s  o f  o x p e r ie n c o  make the a d o p tio n  o f  p u p il  p r o f i l e s  
p a r t i c u l a r l y  a p p o s i t e .  S t u d e n t s ’ l e v e l s  o f  ach ievem ent in  t h e s e  sp h e re s  
provide  a su ch  f a i r e r  and more rounded p i c t u r e  o f  i n d i v i d u a l s ’ c a p a b i l i t i e s  
than marks o r  g ra d e s  baaed l a r g e l y  on th e  a c q u i s i t i o n  o f  know led ge. These 
p r o f i l e s  a r e  p a r t i c u l a r l y  v a lu a b le  i f  th e  s t a t i s t i c a l  d a ta  can be backed by 
s e l e c t e d  exam ples o f  a  s t u d e n t ’ s  work.
5 . 4  The most com prehensive  i n v e s t i g a t i o n  i n t o  th e  c o n s t r u c t i o n  o f  a  p u p il  
p r o f i l e  a s s e s s m e n t  system  has been t h a t  un dertak en  by th e  S c o t t i s h  C o uncil  
f o r  R e se a rch  i n  E d u ca t io n  and p u b l is h e d  i n  1977 ao ’ P u p i l s  in  P r o f i l e ’ .
Each o f  th e  seven  1 1 -1 6  P r o j e c t  s c h o o ls  has a  copy o f  th e  t e a c h e r s  mar....-l.
5 .5  In  c o n ju n c t i o n  w ith  t e a c h e r s  from each o f  th e  B u b je c t  a r e a s  cm the 
cu rr icu lu m  th e  ’ P u p i l s  In  P r o f i l e ’ p r o j e c t  d e f in e d
5 . 5 . 1  th o s e  s k i l l s / a c t i v i t i e s  corrjnon t o  a l l  s u b j e c t s  and 
o f f e r e d  c r i t e r i a  by which th ey  cou ld  be a s s e s s e d
5 . 5.2  th o s e  s k i l l s / a c t i v i t i e s  unique t o  a p a r t i c u l a r  s u b j e c t  
and o f f e r e d  c r i t e r i a  by which they  co u ld  be a s s e s s e d
5 *5*3  an a s s e s s m e n t  re c o rd  s h e e t  which a l lo w e d  the  co m b in a tio n  
o f  a s s e s s m e n ts  f o r  th e  conmon a r e a s  and th e  s u b j e c t  
s k i l l s / a c t i v i t i e s
5 « 5 *4  th e  means o f  p ro v id in g  th e  p u p i l/ p a re n ts  and th e  s c h o o l  
w ith  a  copy o f  th e  a ssessm e n ts
5 . 5.5  the  means o f  p ro v id in g  a cu m u lative  s c h o o l  l e a v in g
r e p o r t  com bining the c c m o n  s k i l l s / a c t i v i t i e s  a s s e s s m e n t ,  
th e  s u b j e c t  s k i l l s / a c t i v i t i e s  a s s e s s m e n ts  and sp a ce  f o r  
o th e r  ach iev em en ts  and comments.
5.6 I t  in not n e c e s s a r y  t o  rohoaruo » ill  the  me;inn a v a i l a b l e  fo r  r e c o r d  in ,;  
marks and grades (w h eth er  f o r  e f f o r t  or a t t a i n m e n t ) .  However, i t  1 ;; 
worth b e a r in g  in  mind t h a t ,  w hatever the  system  o f  j r a d m g  adopted , a 
th reo  p o in t  s c a l e  i s  p ro b a b ly  to o  s h o r t :  i t  w i l l  be d i f f i c u l t  t o  
d i f f e r e n t i a t e  between p u p i l s  in th e  middle grade . 4  and 6 p o in t  s c a l e s  
have the m e ri t  o f  r e q u i r i n g  a  d e c i s i o n  t o  be m»ade in p l a c i n g  th e  pu pil  
on one s id e  or  the  o t h e r  o f  th e  m edi.w . Hie 5 p o in t  s c a l e  i s  used 
e x t e n s i v e ly  in  s c h o o ls  and ap p roxim ates  t o  th e  s t r u c t u r e  o f  .i normal 
curve o f  d i s t r i b u t i o n .
; . 7  Recording needs t o  b e  q u ick  and u n d e rs ta n d a b le  a t  a  g l a n c e ,  a l th o u g h  
many department:,  w i l l  p ro b a b ly  wish t o  le a v e  space  to  w r i te  comments.
A number o f  s c h o o ls  in  h.ive been t e s t i n g  two d e v ic e s  which
meet th e s e  c r i t e r i a  and which use a  s im ple  p roform a:
I»
S u b je c t
( a k i l l o / c o n c e p t o / a t t i t u d e s  as 
d e f in e d  in  s u b j e c t  p aper)
l i l l 2 :
Grades
S u b je c t
(skills/concepto/attitudrs)
N ame . . .  
C la s s  . .  
Comment :
P ig  1 r e p r e s e n t s  the b la n k  proforma which can be p r i n te d  in  q u a n t i t y ,  .c. 
i n d i v i d u a l ' s  perform ance might w e l l  appear an F ig  2 .  I f ,  f o r  .ar gumer. t , 
the s k i l l s  and c o n c e p ts  o f  h i s t o r y  »ire b e in g  a s s e s s e d  ( 1 .  R e fe r e n c e  s k i l l . ; ;  
2 .  use  and a n a l y s i s  o f  e v id e n c e ;  3« s y n t h e s i s ;  4 .  se n se  o f  empathy;
5 .  language and h i s t o r i c a l  c o n c e p t s ;  6 .  s k i l l s  o f  t im e) t h i s  s tu d e n t  i s  
6 t ra n g  in s k i l l s  o f  r e f e r e n c e  and t im e , com petent in  a n a l y s i s  and language
and h i s t o r i c a l  co n c e p ts  and weak in
5 .8  An a l t e r n a t i v e  format u s i n g  the  same 
a t t i t u d e s  would appear a s  i n  P ig  3«
' .y n th es is  and e m p a th c t ic  a t t i t u d e : ; ,  
p u p i l ,  g ra d e s ,  s k i l l s / c o n c o p t : ;/
-h
P'igure 4 shown u. pu p il  w ith  v ery  d i f f e r e n t  s t r e n g t h s  and w e a k n e s se s .  
Grades need to  bo c l e a r l y  d o f in e d  by th e  wholo d ep artm en t.  They a l s o  
need t o  d ec id e  whether tho  p e r fo rm a n ce s  which a re  b e in g  re co rd e d  a r e  
r e l a t i v e  t o  th e  s t u d e n t ' s  own p e r fo rm a n c e ,  t h a t  o f  the  c l a s s  or y e a r  
group o r  a g a i n s t  n a t i o n a l  norms. S c h o o ls  have found th e  v i s u a l  n a tu r e  
o f  th e  's n o w f l a k e '  proform a u s e f u l  in  h i g h l i g h t i n g  p a r t i c u l a r  weak­
n e s s e s  in  some p u p i l s  which have been masked by o th erw ise  good a l l  
round p e r fo rm a n c e s .  They a l s o  show v i v i d l y  a b le  p u p i ls  who need t c  
be s t r e t c h e d .
6 .  POSSIBLE FUTURE ACTION'
6 .1  Apply th e  s u b j e c t  r a t i o n a l e s  t o  th e  c u r r e n t  s y l l a b u s e s  t o  a s c e r t a i n  
w hether th e  c o n c e p t s ,  s k i l l s  and a t t i t u d e s  s p e c i f i e d  a re  p r a c t i s e d  by 
the  c o n t e n t  s e l e c t e d .
6 . 2  LocAc a t  th e  e x i s t i n g  range  o f  t e s t i n g  te c h n iq u e s  and th e  t e 3t  i terac  in  
th e  in d i v i d u a l  s u b j e c t s  t o  a s c e r t a i n  w h eth er  th ey  a s s e s s  th e  c o r r u p t s  
s k i l l s  and a t t i t u d e s  s p e c i f i e d .
6 . 3  S e l e c t  from th o  s u b j e c t ' c  e x i s t i n g  s y l l a b u s  a sequence o f  work which 
a p p ears  t o  e x e m p l i fy  a c o n c e p t ,  s k i l l  o r  a t t i t u d e  and drawing on t h e i r  
own and o t h e r ' s  expo rtiBO  d e v is e  on a ssessm e n t  s t r u c t u r e  and t e s t  i te m s  
t o  measure i t s  a t t a i n m e n t .  E f f e c t i v e  c o r r e l a t i o n  o f  e f f o r t  a c r o s s  the  
7 s c h o o ls  shou ld  reduce demands cn i n d i v i d u a l  s c h o o ls  t o  manageable 
p r o p o r t io n s  and o f f e r  th e  p o s s i b i l i t y  o f  ' i t e m  b an k in g ' in  i n d i v i d u a l  
s u b j e c t s .
6 . 4  Look a t  th e  p r e s e n t  arran g em ents  f o r  th o  i d e n t i f i c a t i o n  o f  g i f t e d n e s s  
w i th in  th e  s u b j e c t  and a p p r a is e  tho a s sessm e n t  p ro ced u res  and t e s t  i te m s  
u se d .
6.5  M lth in  th s  framework o f  B chool p o l i c y  re v iew  th e  s u b j e c t ' s  means o f  
r e c o r d i n g  and c o o e u n i c a t ln g  p u p il  p e r fo rm a n ce .
I I  MACRO -  EVALUATION OP THE WHOLE CURRICULUM
1. The reappraisal of the 1 1 -1 6  c u rr ic u lu m  has a g re ed  to  measure the  imps.c* r.-» individual pupils in terms of th e  8 a r e a s  o f  e x p e r ie n c e  ( a e o t h o t i c / c r e a t i v e ; ethical/moral; linguistic; m a th e m a t ic a l ;  p h y s i c a l ;  s c i e n t i f i c ;  s o c i a l / p o l i t i c o l , spiritual). It will be th e  r e s p o n s i b i l i t y  o f  each s c h o o l  t o  f i x  th e  e x a c t  nature of th e  balsnee a c r o s s  th o s o  a r e a s  f o r  the  varicx is  c a t e g o r i e s  o f  p u p i l s .  Techniques for e v a l u a t i n g  in  thaB e  terms th e  e f f e c t  o f  a  curriculum a c r o s s  w id ely  varying programmes o f  s u b je c t  s tud y a re  as y e t  h a rd ly  d evelop ed . In d eed  th e  Assessment of Performance U n it  (AFU) i s  g r a p p l i n g  with a s i m i l a r  problem on a national scale involving 6 areas o f  e x p e r i e n c e .
2. Just as assessment w ith in  the  s u b j e c t s  r e q u i r e s  th e  o b je c t i v e s  t o  be made e x p l i c i t  so it will be necessary t o  s p e l l  out j u s t  what th e  s c h o o l  i s  t r y i n g  t o  a c h ie v e
in  th e s e  a r e a s .  Ths fo l lo w in g  a r e  th e  main c o n s i d e r a t io n s  t o  be borne i n  mind 
f o r  each  a r e a ]
( 1 ) a e a t h e t i c / c r e a t i v o ; t h i s  a r e a  i s  co n c ern e d  with em otions ,  a t t i t u d e s  and 
s e n s i b i l i t i e s  o f  p u p i l s  e i t h e r  as  p a r t i c i p a t o r s  or  c r i t i c s  in  a  wide 
v a r i e t y  o f  a c t i v i t i e s  i n  th e  f i n e  and p e r fo rm in g  a r t s  as  w ell  as  a l l  
a r e a s  i n v o l v i n g  d e s ig n .  As w ell  as  a s s e s s m e n ts  w ith in  tho main 
contributory mihjeots of jAipilB' obrervationp th e ir  exprsoeive productions
Hjfi-
And t h e i r  c r i t i c a l  judgement, th e  s c h o o l  co u ld  c o l l e c t  ev id e n ce  on 
p u p il® ' l e i s u r e  p u ru u ito ,  c e u n i t a c n t  t o  muuic and th e  e x t e n t  o f  
e r t i a t i c  output a s  a n em o o f  e v a l u a t i n g  o v e r a l l  im p a ct .
(2 )  e t h i c a l / m o r a J : p u p i l  o p e ra t io n  in  t h i c  a r e a  iB  in  term s o f  such
lo n g  term g o a ls  t h a t  i t  may n o t  be p o s s i b l e  t o  e v a lu a te  t h i s  r i g o r o u s l y  
a t  a l l .  Ifcit i t  i s  p o s s i b l e  t o  h e ig h ten  aw areness o f  a l l  s u b j e c t s  o f  
t h e i r  r e s p o n s i b i l i t i e s  and t o  ensure  t h a t  a p p r o p r ia te  e x p e r ie n c e s  a re  
p ro v id e d .  I f  t h e i r  purpose iG made e x p l i c i t  t o  p u p i l s  th e y  should  ;_«ip 
t o  promote a c c e p t a b le  and j u s t i f i a b l e  re s p o n s e s  ( e g  n o te  im portant r o l e  
o f  PE in  which games o f f e r  e x p e r ie n c e  o f  p la y in g  out s i t u a t i o n s  w ith in  
f i x e d  r u l e s  w ith  a t te n d a n c e  p e n a l t i e s  and s a n c t i o n s ) .  There a r e  a l s o  
a number o f  t e s t s  which may provide i n d i c a t i o n s  o f  p u p il  a t t i t u d e s  and 
th e r e b y  th e  e f f e c t i v e n e s s  o f  p r o v i s i o n .
( j )  and ( 4 ) l i n g u i s t i c  and m a th e m a t ica l :  s ta n d a r d is e d  t e s t s  e x i s t  in  b cth  
th e  a r e a s  t o  e v a l u a t e  p u p il  p erfo rm a n ce .  The m ajor d i f f i c u l t y  i s  t o  
a l e r t  s u b j e c t s  o t h e r  than E h g l i s h  and m athem atics  t o  t h e i r  r e s p o n s i b i l i t i e s  
i n  th e s e  a r e a s .  For i n s t a n c e  i n  language , r e a d in g  s k i l l s  ( r a c e , -  t i o n ;  
r e f e r e n c e ;  l n t o r p r e t a t i o n ; a t t i t u d e s ) ,  w r i t i n g  s k i l l s  ( o r t h o g r a ; . * c /  
g ra m m a tica l ;  s t r u c t u r e ,  s t y l e  and c c n t e n t  f o r  f u n c t i o n a l  and e x p r e s s iv e  
w r i t i n g ;  a t t i t u d e s )  and o ra cy  ( l i s t e n i n g  com prehension ; communication 
and argument) a c r o s s  the  s u b j e c t s  can be t e s t e d .  M athem atica l  e x p e r ie n c e  
(knowledge and u n d e rs ta n d in g  o f  number, m easure ;  s p a t i a l ;  s t a t i s t i c a l  and 
a l g e b r a i c  f u n c t i o n s  as w e l l  a s  t h e i r  a p p l i c a t i o n s  and m a n ip u la t io n s )  can 
a l s o  be measured a c r o s s  the  cu rr ic u lu m .
( 5 )  p h y s i c a l :  a g a in  th e  major need w i l l  be t o  e n su re  t h a t  s u b j e c t s  o u ts id e  
PE, drama and movement have c c n t r i b u t i e n s  t o  make p a r t i c u l a r l y  in  th e  
prom otion o f  c o - o r d i n a t i o n  and p r e c i s i a n  i n  movement. W h ils t  i t  should 
be p o s s i b l e  t o  d e f in e  r e a s o n a b le  e x p e c t a t i o n s  o f  p u p i l s '  se n so ry  aware­
n e s s ,  th e  n e c e s s a r y  p r e r e q u i s i t e s  o f  knowledge, a  range  o f  motor s k i l l s  
and th e  c r i t i c a l  judgements in v o lv e d  i n  im proving p e rfo rm a n ce ,  e v a lu a t io n  
o f  th a  e x t e n t  o f  p r o v is io n  may h e lp  t o  o f f s e t  d i f f i c u l t i e s  o f  m easuring 
e f f e c t s .
( 6 )  s c i e n t i f i c :  th e  need  h ere  w i l l  be t o  s e p a r a te  out th e  p ro c e s s  o f  
s c i e n t i f i c  method from s c i e n c e  know ledge. A range o f  s u b j e c t s  a c r o s s  
th e  cu rr icu lu m  can be s a id  t o  u se  o b s e r v a tio n  and e v id e n c e ,  t o  use  th e se  
o b s e r v a tie n s / e v id a n ce  t o  h e lp  Bolve p ro blem s, seek  p a t t e r n s  in  o b s e r ­
v a t io n / e v id e n c e  and t i e  th e s e  i n t o  o t h e r s  a lre a d y  ob serv e d ,  s e e k  r e a s e n a o i .  
e x p l a n a t i o n s ,  t e s t  out h y p o th e s e s ,  use  p r a c t i c a l  s k i l l s  t o  d e v is e  e x o c r -
im e n ta l  s i t u a t i o n s  and use  known f a c t s  and g e n e r a l i s a t i o n s  t o  ' a t t a c k '  new 
s i t u a t i o n s .  Some a ttem pt shou ld  be made t o  s e e  how e f f e c t i v e l y  p u p i l s '  
e x p e r l e n c a  o f  t h e s e  approaches  i s  c o r r e l a t e d  a c r o s s  th e  cu rr icu lu m  and 
• c c n te n t—f r e e '  t e s t  i tem s can be d e v is e d  t o  do t h i s .
( 7 )  and ( 8 )  o o c i a l / p o l i t i c a l  and s p i r i t u a l ' :  b o th  th e s e  a r e a s  a re  concerned
w ith  lo n g  term e f f e c t s  and a r e  not s u s c e p t i b l e  t o  p r e c i s e  e v a lu a t io n  
w ith in  th e  s c h o o l .  I t  iB  p o s s i b l e  however t o  d e f in e  an agreed  c h e c k l i s t  
o f  e lem en ts  w i th in  each which a re  known t o  be components o f  a  w ell  a d ju s te d  
and s a t i s f y i n g  a d u l t  l i f e .  A range o f  t h e s e  e x p e r ie n c e s  -  moral q u e s t io n s ,  
p o l i t i c a l  s im u l a t io n s ,  environm ental  i s s u e s  -  as  w e l l  a s  knowledge and 
o p p o r t u n i t ie s  f o r  involvem ent and p a r t i c i p a t i o n  can be provided  f o r  w ith in  
s c h o o l .  A t t i t u d e  t e s t s  o r  q u e s t io n n a i r e s  may h e lp  Ixit a t  base  th e  schoo l  
w i l l  have t o  r e l y  on s u b j e c t i v e  but p r o f e s s i o n a l  im p re ss io n s  o f  t e a c h e r s ,  
duly reco rd e d  and d iscu u ce d .
- i !3 9 -
1 1 1 - 1 6  CURRICULUM (CCRAC)2 ’  P R O C E S S I N G  I N F O R M A T I O N  -  S U G G E S T E D  S T R A T E G I E S
1 INTRODUCTION
. ■ The fo l lo w in g  s u g g e s t io n s  assune t h a t  each  s c h o o l  w i l l  have nom inated a s e n io r
member o f  s t a f f  to  c o o r d in a t e  r e a p p r a i s a l  and he/she  w i l l  be su p p o rte d  by a sm all  
working group o r  groups o f  a s s i s t a n t  t e a c h e r s  t o  h e lp  i n  drawing out c o n c lu s i o n s  
from th e  d ata  c o l l e c t e d .
1.1 The e x p e r ie n c e  o f  s c h o o ls  which have a l r e a d y  u n d e rta k e n  r e a p p r a i s a l  i n d i c a t e s  
t h a t ,  once su b m iss io n s  have been made, i t  i s  v a l u a b l e  f o r  any p r o c e s s i n g  group 
to meet th e  members o f  each  s u b je c t  departm ent to  e x p l o r e  t h e i r  w r i t t e n  sub­
m ission s  i n  g r e a t e r  depth and to  d is c u s s  th e  r e l a t i o n s h i p  o f  t h e  i n d i v i d u a l  
d ep a rtm e n t 's  i n t e n t i o n s  t o  th e  o v e r a l l  p a t t e r n s  a n a l y s e d - d u r in g  p r o c e s s i n g .
1.3 The su b m iss ion s  from s u b j e c t  dep -tm ents have been  a s k e d  f o r  i n  a f o r a  v'nich 
i t  i s  hoped w i l l  make then  u n d e rs ta n d a b le  to  s p e c i a l i s t s  i n  o t h e r  s u b j e c t  
d i s c i p l i n e s .  I t  i s  hoped th a t  any p r o c e s s i n g  g r o u p ( s )  w i l l  be drown fro.-, a 
range o f  s u b je c t  s p e c i a l i s m s .  Some s c h o o ls  have fo u n d  i t  v a lu a b le  t o  en su re  
a range o f  t e a c h i n g  e x p e r ie n c e  i s  r e p r e s e n t e d  i n  any groups to o .
1.1 Each denool w i l l  want to  ask  d i f f e r e n t  g e s t i o n s  o f  t h e  d ata  t o  throw l i g h t  
cn t h e i r  own c o n c e r n s  and p r e o c c u p a t io n s .  However, t h e  f o l l o w in g  may be 
h e lp fu l  i n  p r o v id in g  a moans o f  l o o k i n g  a c r o s s  th e  c u r r ic u lu m  a t  a number o f  
key i s s u e s .
2. IÜSTRUY3JT E1 ( d a t a  from s u b je c t  d ep a rtm e n ts )
2.1 A.ins d . . jn e r a l  o b j e c t i v e s :
( 1 ) to  what e x t e n t  a r e  ove~ 11 sch o o l  aims r e f l e c t e d  i n  th e  aims ar.d 
g e n e r a l  o b j e c t i v e s  o f  s u b je c t  d ep artm ents?
ACTION: d i s c u s s  mismatch w ith  d epartm ents i n v o l v e d ;  em phasise  
im p o rta n ce  t » !' good match with a l l  d ep a r tm e n ts .
( 2 )  docs any a i  s n a tc h  which o c c u rs  c e n t r e  on nr.y y e a r  group o r  
a b i l i t y  l e v e l ?
ACTION: review appropriateness of school's g e n e r a l  aims and 
discuss with departments in v o lv e d .
2.2 O b j e c t i v e s :
( i )  Concept o b j e c t i v e s
( l )  a r e  th e  same c o n c e p ts  b e in g  e x p lo red  by mora th a n  one s u b j e c t
•’u r in g  th e  t r .e / d if fo r .  r.t y e a r s ?  How w e l l  a r e  they  c o - r e l a t e d ?
' u
.aCTICllj/bri ng a:>| m r i a t f  s u b j e c t s  t o g e t h e r .
( ■) Iocs ti e d i f f i c u l t y  o f  c o n c e p ts  complement th e  a b i l i t y  o f  p u p i l s  
w ith  whoa th ey  a r c  b e in g  e x p lo r e d ?
ACTION: d i s c u s s  ■. i»m atch w ith  dcpartm cr.tr in v o lv e d .
( i i )  S k i l l  o b j e c t i v e s
( 1 )  l i s t ,  the s k i l l - :  J r i c t i s t d  a c r o s s  th e  s u b je -  t s  and i d e n t i f y  t h e r e  
which i r e  common. *! ;w w e i i  a r e  th ey  c o r r e l a t e d ?
-t\hO
A C T J o - N :  m Z*:1' o r j i - v s z ■>; i l l s  t c  51 th e  c u r r i  c jlurr. M’i i l i ' . l »  
;.s ro i i i i  orcomur.t and c o r r e l a t i o n
with a p p r o p r ia te  s u b je c t s
(2 )  does th e  d i f f i c u l t y  o f  s k i l l s  complement th e  a b i l i t y  o f  p u p i l s  v/ith
when they a r e  b e in g  e x p lo r e d ?
ACTIO!!: d i s c u s s  mismatch w ith  d. pertinents  in v o lv e d .
( i i i )  A t t i t u d e  o b j e c t i v e s :
l i s t  th e  a t t i t u d e s  promoted by s u b je c t s  and i d e n t i f y  th o s e  which 
a r e  comoon. Kow w e l l  a r e  they  c o r r e l a t e d ?
ACTION: make th e  a n a l y s i s  o f  a t t i t u d e s  a v a i l a b l e . - t o  a l l  d ep artm ents  
and d is c u s s  r e in fo r c e m e n t  and c o r r e l a t i o n  w ith  a p p r o p r i a t e  
sub j e c . 3
( iv )  Knowledge o b j e c t i v e s :
c o n t e n t  w i l l  u s u a l l y  be s p e c i f i c  to  s u b je c t s  b u t  t h e r e  may be a r e a s  
o f  knowledge which a re  w a s t e f u l l y  d u p l i c a te d  ( e g  th e  same h e a l t h  
e d u c a t io n  t o p i c s  i n  b i o l o g y ,  s o c i a l  e d u ca t io n  and RE) o r  co m p le te ly  
o m it te d )
ACTION: determ ine  a r e a s  o f  e m iss io n  o r  o v e r la p  and d i s c u s s  w ith  
a p p r o p r ia te  d ep a rt i io n ts
teaching / l e a r n i n g  methods
sulyse the  ra n g e ,  v a r i e t y  and b a la n c e  o f  t c a c h i n g / l e a r n in g  s t r a t e g i e s  o f f e r e d  
u p ils  in  each  y e a r  group. W r i t t e n  su b m iss ions  from s u b j e c t s  may have to  ba 
up Icr.r-nted by sampling p u p il  work o r  'p u p i l  p 'u r s u i t ' .
ACTION: make a n a l y s i s  a v a i l a b l e  to  a l l  d epartm ents and d i s c u s s  th e  
b a la n c e  a p p r o p r i a t e  to  pu p il  needs.
sser.smont:
( l j  .'h ill j t . f  l  .|t | III ■‘ l . i t . f i i l  .y w i l l  In* w • l k 11 •/ ( I ■ • nn I ho .n p p 'ir n le  p a p e r  o il ASSESSMENT 
wlii i-li ulTi'fP pihl.'inrit on a r.r siii.-n I. n f  ennr.iipl r., c k l l l n ,  a t t i t u d e : !  nut!
kiK-nludgo. I t  itl.-.u i ii.Ii u .i lu s  p o s s i b l e  ricuiis o f  r e c o r d in g  a t ta in m e n t  
i nr. I ud i ng pupil p r o f i l e : . .
(Z) The s c h o o l  may wish to  survey th e  v a r io u s  means o f  a s s essm e n t  employed by
s u b je c t  departments to  judge whether th ey  match g e n e r a l  s c h o o l  re q u ire m e n ts  
I t  may a l s o  bo o f  v a lu e  to  dot Miino whether th e  c u r r e n t  moans o f  r e c o r d i n g  
perform ance and s t y l o  o f  rep.o: 3 a r e  a p p r o p r ia te  to  l i k e l y  developm ents in  
a s s essm e n t  te ch n iq u e s  w ith in  th e  s c h o o l .'•■ sluation:
(1 )  S u b je c t  departm ents w i l l  be exam ining ways in  which they e v a l u a t e  t h e i r  
cou rse  c o n t e n t  and te a c h in g  methods.
(2 )  The s c h o o l  may wish to  survey th e  v a r io u s  e v a l u a t i o n s  to  see  to  what e x t e n t  
they a r e  c o n s i s t e n t  with g e n e r a l  sch o o l  p o l i c y
( ; )  E v a lu a t io n  o f  the whole c u rr icu lu m  i s  undertaker, by means o f  In s t r u m e n t  2 .
J i h  1-
AC~ JYN: n she a . c a l v s i i  ->f ¿ i l l s  r . c r i s s  th e  c u r r i  c ulus: a v a i l a b l e  
—  - r - ’..¿r.'. i  e.i* . >;s.:>cu..s rfciui o r c r a c r . ;  and c o r r e l a t i o n  
w ith  a p p r o p r ia te  s u b j e c t s
( 2 )  d o e s  th e  d i f f i c u l t y  o f  s k i l l s  complement th e  a b i l i t y  o f  p u p i l s  vd th
whom they a r e  b e in g  e x p lo r e d ?
ACTlUt!: d i s c u s s  mismatch w ith  d .p a rtm en ts  in v o lv e d .
( i i i )  A t t i t u d e  o b j e c t i v e s :
l i s t  th e  a t t i t u d e s  p ro a o te d  by s u b je c t s  and i d e n t i f y  t h o s e  which 
a r e  common. How w e l l  a r e  th e y  c o r r e l a t e d ?
ACTION: make th e  a n a l y s i s  o f  a t t i t u d e s  a v a i l a b l e . - t o  a l l  d epartm ents  
a n d 'd is c u s s  r e in fo r c e m e n t  and c o r r e l a t i o n  w ith  a p p r o p r i a te  
s u b j e c .3
( iv )  Knowledge o b j e c t i v e s :
c o n t e n t  w i l l  u s u a l l y  be s p e c i f i c  to  s u b je c t s  b u t  t h e r e  may be a r e a s  
o f  knowledge which a r e  « t a s t e f u l l y  d u p l i c a te d  ( e g  th e  same h e a l t h  
e d u c a t io n  t o p i c s  i n  b io l o g y ,  s o c i a l  e d u c a t io n  and R.E) o r  c o m p le te ly  
o m it t e d )
ACTION: d eterm ine  a r e a s  o f  o m is s io n  o r  o v e r la p  and d i s c u s s  with 
a p p r o p r ia te  d ep artm ents
Teaching / l e a r n i n g  methods
Analyse th e  ra n g e ,  v a r i e t y  and b a la n c e  o f  tca ch in g / 1  e a r n in g  s t r a t e g i e s  o f f e r e d  
; :u p ils  in  e a ch  y e a r  group. W r i t t e n  s u b m iss io n s  from s u b j e c t s  may have to  be 
-up; 11: re n te d  by sam pling p u p i l  work o r  ' p u p i l  p u r s u i t ' .
ACTION: make a n a l y s i s  a v a i l a b l e  to  a l l  d epartm ents  and d iscur.3  th e  
balano.o a p p r o p r ia te  t o  pu p il  needs.
. ' ¡uli joi-1 t|>'|,n I 'l . in f i i l . : i  wi l l  h>' w r k l i ' f .  I l l '» l |io  :«r»|-»i ra l e  |.<&pnr on ASSESSMENT 
w h ir h  o l 'P i t :: /ni i i la i i r  *♦ *111 l.l,n  a r .r • r.in i'iil. uP r .n n r .n p lr . , c k l l l n ,  n 1. l . i  t u i l im  and 
km .•»<! e d g u . 1 1  i  iiili u.i LuS p o s s i b l e  is euns o f  r e c o r d i n g  a t t a i n m e n t
i in: I nil i ng p u p i l  p r o f i l e ' : . .(e) The school may wish to survey the various means of assessment employed bysubject departments to judge whether they match g e n e r a l  s c h o o l  re q u ire m e n ts  I t  may also be of value to del ‘.nino whether the c u r r e n t  nean3 o f  r e c o r d in g  perfcrirar.ee and style of repo: s are appropriate to l i k e l y  developm ents in  assessment technique's within the school.f'lluati on:
(1 )  S u b j e c t  departm ents w i l l  be exam in in g  ways in  which th ey  e v a l u a t e  t h e i r  
c o u rs e  c o n te n t  and te a c h in g  methods.
( ? )  The s c h o o l  may wish to  survey th e  v a r io u s  e v a l u a t i o n s  t o  s e e  to  what e x t e n t  
they e r e  c o n s i s t e n t  with g e n e r a l  s c h o o l  p o l i c y .
( j )  E v a l u a t i o n  o f  the whole cu rr ic u lu m  i s  undertaken  by means o f  In s tru m e n t 2 .
JUn-
Rank o r d e r :
( i )  u s in g  a s im p le  m a tr ix  note which a r e a s  o f  e x p e r i e n c e  a r e  narked  6 ,  7 
c r  6 by which s u b j e c t s  or. a y e a r  by y e a r  b a s i s
A rea s  o f  e x p e r ie n c e >
S/
* 1
( i i )  t h i s  a n a l y s i s  should r e v e a l  p a t t e r n s  o f  s u b j e c t s  wliich have a s t r o n g  
commitment t o  p a r t i c u l a r  a r e a s  o f  e x p e r i e n c e .
ACTION: b r in g  to g e th e r  d epartm ents w i th  s t r o n g  commitment to
p a r t i c u l a r  a r e a s  t o  d is c u s s  t h e  n a tu re  o f  t h e i r  c o n t r i ­
b u t io n s  and ways i n  which t h e i r  e f f o r t s  can be c o r ­
r e l a t e d  and r e i n f o r c e d .  T h e i r  c o n t r i b u t i o n s  a re  l i k e l y
to  be complementary r a t h e r  t h a n  merely d u p l i c a t i n g .  ' •
( i i i )  p a t t e r n s  can  be d e f in e d  on a y e a r  by y e a r  b a s i s  o r  cu m u la t iv e ly  a c r o s s  
5 y e a r s .  A re  the- ?.;-.se sub" i t s  • . i t t e d  th rou g h o u t  th e  5 y e a r s  c r  a r o  
t h e r e  s i g n i f i c a n t  a d d i t i o n s  and s u b t r a c t i o n s ?
ACTION: . l i s c u s s  th e  n a tu re  f  any changes w i th  th e  departments 
con cern ed
; ;3 . !.!ost s u b j e c t s  v ' l l  i n d i c a t e  a s tro n g  c o n t r i b u t i o n  to  l i n g u i s t i c
e x p e r i e n c e  and t h i s  ¡.ay need to  be t a k e n  a s  a co m p le te ly  s e p a r a t e  
e x e r c i s e .  I f  language . i l e a r n in g  a c r o s s  th e  cu rr icu lu m  has n o t  
a l r e a d y  been a . r a i s e d  a s  a b a s i s  f o r  a  sch o o l  p o l i c y ,  the  s u b j e c t s '  
a n a l y s e s  f o r  t h i s  a re a  farm E2 ».111 p r o v id e  a u s e f u l  s t a r t  to  
i n v e s t i g a t i o n s .  I t  should help  t o  d e f i n e  th e  n a tu re  and range  
o f  language e x p e r ie n c e s  o f f e r e d  by th e  s u b j e c t s  and provide 
o p p o r t u n i t i e s  to  a s s e s s  b a la n c e  and s h a r e  e x p e r t i s e .  I t  may be 
n e c e s s a r y  to  seek o t h e r  e v id e n ce  o f  i I s 1 language ex. r ie r .e e  
through sam pling w r i t t e n  output ar.d/\pupil p u r s u i t )  f o r  i n s t a n c e .
( i v )  u n d erta k e  a s i m i l a r  m a tr ix  a n a l y s i s  f o r  th e  bottom 3 grades  ( 1 ,  2 ,  3 )
Are some a r e a s  o f  e x p e r ie n ce  c o n s i s t e n t l y  u n d er  re p re s e n te d ?  I s  t h i s  
th e  b a la n c e  which t i e  sch o o l  d e s i r e s ?
ACTION: a l e r t  s u b je c t  s t u f f  to  any s h o r t f a l l s  i n  d e s i r e d  emphases.
}.? Level o f  C o n t r i b u t i o n s
( l )  Raw s c o r e s  f r o s  eaci. s u b je c t  added ar.d d iv id e d  by th e  number o. - u b j e c t s  
w i l l  p ro v id e  a rough p r o f i l e  o f  the ' s h a p e '  o f  th e  cu rricu lum  a c r o s s  t h e  
S a r e a s  o f  e x p e r ie n c e  y e a r  by y e a r .  Thus:
kTHCJ.vL/üCP.'.L
Scale-
£ Ml S p ¿1 v.r ! K Vi'w/Kw A PE
o o|* 0 lJ 2 2 0 k 3
o v e r a l l
2 0  f  12 = 1 .6  E t h i c a l/ i lo r a l
th e  p r o p o r t io n  <■ 
Thus (a s s u m in g  a
f  L ine t i l ]  i 
¿».0 p e r io d
:'i  ? n 
UCll t.l 
p er
can be em*sw* 
•d o:i th e  i i  
week c y c l e )
'  by r. d 
x l t a b l e
v j j ' i i n r  th e  s c o r e 5 b>
to  each  s u b j e c t .
E M S F H C RE HE Ww/Mw A FE lju
S c a l e  2 0 2 0 3 2 3 2 0 2 3 1
p e r io d
a l i o -  x 6  x5 
c a t i o n
x5 x2 x2 x l x 4 x 4  x2 x 4  :
12 0 0  0 6 4  3 8 0 4  12 1
= 58 r  AO = 1 . 4  —
ACTION: Having com p le ted  th e  a n a l y s i s  f o r  a l l  8  a r e a s ,  i t  sh ou ld  he
p o s s i b l e  to  d i s c u s s  w ith  t h e  whole s t a f f  th e  p r o f i l e  which 
emerges f o r  each  y e a r .  W ithout b e in g  s c i e n t i f i c a l l y  e x a c t ,  
i t  can  p ro v id e  a b a s i s  f o r  d i s c u s s i o n  o f  exph ases  w i t h i n  
th e  c u r r i c u l u n .  A re  they a p p r o p r ia te  f o r  th e  needs o f  
p u p i l s  a c c o r d i n g  to  age and a b i l i t y ?  I f  th e  emphasis i s  f e l t  
to  need r e a d ju s tm e n t ,  how can s u b je c t  dep artm ents  resp ond ?
v id en ce :
( 1 ) o f  key i n p o r ta r .e e  i s  how s u b je c t s  p e r c e i v e  t h a t  th e y  c o n t r i b u t e  t o  th e  
8 a r e a s .  T h is  shou ld  form th e  b a s i s  c f  f u r t h e r  d i s c u s s i o n s  w ith  t h s  
t e a c h e r s  i n  each «sub ject  d ép artiront.
ACTION: Each s u b m iss :  n can be d is c u s s e d  '. . i th  th e  members o f  each
s u b je c t  dopa: .lent i n  th e  l i g h t  c f  :
( i )  knowledge o f  th e  p r o f i l e  o f  th e  whole 
c u r r i c u l u n
( i i )  a c c e s s  to  the  s ta te m e n ts  o f  o t h o r  s u b j e c t s .
( ? )  The d a ta  i n  t h i s  s e c t i o n  should a l s o  pro vid e  th e  ev id en ce  f o r  th e
n a tu re  o f  e x p e r i e n c e s  o f f e r e d  with th e  e x i s t i n g  cu rr icu lu m  and p ro v id e  
th e  b a s i s  f o r  d i s c u s s i o n  between th e s e  d epartm ents i n d i c a t i n g  a s t r o n g  
commit s e n t  to  p a r t i c u . ’ r  a r e a s  o f  e x p e r i e n c e .
ACTION: See 3 .1  ( i i )  above (g ro u p s  o f  s u b je c t s  w ith  s t r o n g  commitment
to  p a r t i c u l a r  a r e a s ) .
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c ;■. .;, :. i ¡1 :  SCii • ........... ■• •. ! ' ......  . : .  leGitK (¿atk from IM and senior
management)
<^ ,e c h o c k l i r t  i s  in te n d e d  t o  focus. d i s c u s s i o n  and t h i n k i n g  o f  th e  s e n io r  
r_-. . er.tnil team on the o v e r a l l  s c h o o l  p o l i c y  l c r  th e  ; ,r cp ; .r - i t io n  o f  p u p i l s  t o  e n te r  
wcr.ur.g l i f e .  Some s c h o o ls  have found i t  e f f e c t i v e  t o  ask  each  member o f  the  team 
i i  respond to  th e  q u e s t i o n s  i n d i v i d u a l l y  and then t o  c o n s id e r  them c o l l e c t i v e l y .
• c o l l e c t i v e  but p r o f e a a i  « sbsm  n t  o f  th e  e f f e c t i v e n e s s  o f  ar .y  p r e v i s i o n  can
r i l e  on 'the p o m  t s c a l e  7‘ Trus i s  d esigned  t o  a l lo w  p e r i o d i c  a s s e s s m e n ts  t o  be 
to  re g n T te r  change o v e r  t im e .
r.: S chool P o l i c y :
( 1 )  Tr.c s c h o o l  may wish t o  use  the s h o r t  and p r e c i s e  v/ritten s ta te m e n ts  to  
provide a b r i e f  p o l i c y  document ( i f  none c / . i s t s  a l r e a d y )  which may be u s e fu l  
f o r  th e  whole s t a f f .
( 2 )  Tbc s e n i o r  management team w i l l  p robably  wish t o  rev iew  th e  r e t u r n s  o f
e t  d sp a rtm o n ts  to  W2S2 b e fo r e  re s p o n d in g  t o  q u e s t io n  1 . 3 .
( 3 )  The r e p l i e s  o f  th e  c a r e c r s / v o c a t i o n a l  g uid ance  team to  W3 may a l s o  need
t o  be ta k e n  i n t  ■ ::. a r i n g  q u e s t io n  1 .4 «
( . ' )  r . i m i l . i r ly ,  the r.v.-v.ym n t  t  m nay wish t o  use the q u e s t i o n n a i r e  K1/a to  
v e r i f y  i t s  dut 1 cn t e a c h e r  exp - n e r .e e  o f  c s . i l c y . e n t  b e fo re  re sp o n d in g  t o  
c u o s t i  on 1. h. : .vi 1 1 . f  1 Lr.ta a 1 p a s s t i o n n a i r *  i s  d e a l t  w ith  t« low  
m  s e c t i o n  ‘j>.
" p . e c i f i c  P r e v i s i o n :
(1 )  Q u e s t i o n s  i n  t h i : r e c t i  rn  d ■ ; y .  . a  t o  , r c r .p t  a d e f i n i t i o n  o f  need  in
it  . . , ............... ir o  o f  t !  ■ ’ ■ r e s p o n s e  an d  on o s c e o c a s n t  o f  i t s
effecfivencs .
( 2 )  T .  • nan a,- ur/mt toon n-v, n e t  f e e l  t h a t  p r o v i s i o n  under each  c f  the  hi 
ppropriat«  t o  t h e i r  ch • lliey w i l l  toiow b e s t  w h at n o o d s  t o  he do: 
t h e i r  | ip i  is . H vcr , the ist i s  d e s ig n e d  t o  p r e v e n t  a r o a s  ..
em it ted  f r i  r. co:.:; i<lc r . . t  1 n 1 j cv r : ; i ,  : . t .
e x t e r n a l  k i n k s :
(i) liana es int nay wish to respond ‘ question i . 1 sftsr  s e e i n g  ths >• j  - u
c ro s s  th e  e f f e c t i v  r.ess c f
from th e  c a r e e r s e d u c a t 1 cr.i/ vocatl  ( :
( 2 )  S i m i l a r l y , re  upon:; c s t o  CfUOU*.
departm ent suoni l* a i  on z to i.ro« • 'jk « £ •»f •
( 3 )  The 4 p o in t s c a l e i s providedprovisicn.
i
I.’.'STOUKivJT Wl/Q
Ths instninsnt is  designed t throw l i g h t  on th  fo l lo w in g  a s p e c t s  o f  t s s e h s r s *
e x p e r ie n c e  in omployf*t*nt o u ts id e  e d u ca t io n
( 1 )  th e  ra-nco and p r e c i s e  n a tu re  o f  such employment e x p e r ie n c e
( 2 )  in which y e a r  group: teachers ,  with s u b s t a n t i a l  e x p e r ie n c e  a r e  deployed
w hether cn.ployr. -i  t e x p e r ie n c e  can/should be r e l a t e d  t o  h e lp in g  p u p ils  
ch o o ss  o p t i .  , t o  ths « •• • t a l  c d u o a t io n  programs, to  v is its  and work
, riei . I'.tvx.
( 4 ) Whether e x p e r i e n c e  in  c a r e e r s  e d u c a t io n  programmes in  o t h e r  E c h o c ls
can/-’ • '^ • 7- '-  s : h t - » l .
(f.2 Tne in s tru m e n t  should p r o v id e  . s t a t i s t i c a l  d a ta  t o  answer the  f o l l o w in g
- s e c t i o n s :
( 1 )  What p ro p o r t io n  o f  th e  s t a f f  have mere t!ian 12 month co n t in u o u s  e w p sricr .cc  
in  employment c t n e r  than  t e a c h i n g ?
( 2 )  In th e  p r o p o r t io n  d i f f e r e n t  f o r  eon and women?
( 3) What p r o p o r t io n  have been in v c lv .  d 1 :. ' t c a c h c r s - i n - i n d u s t r y *  schem as?
i:B I t  should tic n o ted  t h a t  
to e n te r  t e a c h i n g  vary w id e ly ,  
r e a l i t y  o r  a p p r o p r ia te n e s s  o f  an 
c u r r i c u l a r  a r e a s  concerned  w ith
t e a c h e r s '
I r .p o r ic n cc  
in d i v i d u a l  
p rcp :ii  a t  1 on
m o tiv es  fo r  l e a * f l i n g ) i n d u s t r y / c c r  
in i t s e l f  wi'i l  no t  d eterm in e  th e  
t e a c h e r ' s  deploym ent w i th in  the
f o r  working l i f e .
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,S. i : ': j ' ! ,.V«.'":i.T WPC2 ( d a t a  from s u b j e c t  department:»)
• >n 7,».c c h e c k l i s t  i s  in te n d e d  t o  fo c u s  th e  d i s c u s s i o n  and c o l l e c t i v e  t h i n k i n g  o f  
l-,. members o f  e a ch  s u b j e c t  dep artm ent on the ways in  which th ey  c o n t r i b u t e  t o  
- r e p a r a t i o n  o f  p u p i l s  both f o r  w orking l i f e  (and p o s s i b l e  (pit and ch a n c e s  in  
• '• - e l c y m c r . t  ) and a l s o  f o r  e f f e c t i v e  p a r t i c i p a t i o n  in  a d u l t  s o c i e t y .
I/.] cc: j i v i : t  which v: i l l  k e l p  p u p i l s  to th e  world o?  work aijd s c c i l t ï :
I t  ih cu lu  be p o s s i b l e  from th e  s u b j e c t  r e t u r n s  f o r  th e  s c h o o l  t o  s u r v e y  th e  ranee  
of to p ic s  a c r o s s  the c u rr ic u lu m  which w i l l  c o n t r i b u t e  t o
1 . 1 Economic u n d e rs ta n d in g
1 .2 P o l i t i c a l  u n d e rs ta n d in g
1 .3 0oc 1 a l  ur.de it . tand i  s '
1 .4 C u ltu re  and l e i s u r e
each c i se  the  d a ta  should y i e l d  guidei .ce  on the  fo l lo w in g  q -u e s t io n s :
0 ) ‘.re  th e r e  any a r e a s  where r e m i sreorient co u ld  be u s e f u l l y  pursued
s u b j e c t s ?
( 2 )  Dees e x c e s s i v e  d u p l i c a t i o n  ta k e  p la c e ?
( ’ ) Arc th e re  s i g n i f i c a n t  gaps which cou ld  be b rid g ed  by d i s c u s s i o n  w ith in  
or  between s u b j e c t  d ep a rtm e n ts?
( 4 ) Eo th e  r e s u l t i n ' ;  emphases .a cro ss  the cu rr ic u lu m  i n  each  o f  th e  a r e a s  o f  
u n d c-rs tan iir . . ;  meet the need s  o f  . a . l  p u p i ls  in  fne ..».hcoi?
(.2 ACTIVITIES WHICH V.'ILL HELP TO IchiCTLSE D.T 1.ÌT. RELEVANT TO WORK I  MG LIKE
r.-.e q u e s t io n s  in  the  c h e c k l i s t  a re  
of m a rk e ta b le  s k i l l s  and th e r e b y  e 
ire  p r a c t i s e d  e x p l i c i t  to  p u p i l s ,  
general q u e s t i o n s .
d e s i . . n o d  to  h e ig h te n  d e p a rtm e n ta l  aw areness . 
icourag e  s u b j e c t  t e a c h e r s  t o  make th o se  which 
Tnc d a ta  should  h e lp  answer the  f o l l o w in g
( l )  '..'here does the em phasis 
s k i l l s ?  I s  t h e r e  to o  g r e a t
l i e  in  the  
. em phasis
c u rr ic u lu m  between th e  language  
on -w rit ing?
( ; . )  How x t 'n .u i  ve iy  . 1 ■ v i s u a l ,  w . ; a !  I p’. y s i c n l  s k i l l s  p r a c t i s e . !  
sero n s  the  c u r r ic u lu m ?  In  e f f o r t  c o o r d in a t e d ?
( 3 ) C i ie s t io n s  2 . 5  ar.d 2 . i  a r c  d e s ig n e d  t o  probe the  e x t e n t  o f  p u p i l  
p a r t i c i p a t i o n  and a c t i v i t y  in  d e v e lo p in g  pc. ern  o f  r e a s o n i n g .  Does th e  b a la n ce  
l i e  w ith  p u p i l :  r e c e i v i n ’  r r c . t j  faceted . iuersner .to  from t e a c h e r s ?  Vihat 
o p p o r t u n i t i e s  a r e  o f f e r e d  by which s u b j e c t s ?  Are th e y  e f f e c t i v e ?
| .J  OPPODTUHlTIIs'S TO DSVLL.' r  AT m u 0 :1 ;  RELEVANT TO UCRKIHG L IF E :
~,r. e l e c t i o n s  in  th e  c h e c k l i s t  .are d e s ig n e d  t o  fo cu s  each  d e p a r tm e n t 's  a t t e n t i o n  
c?i the o p p o r t u n i t i e s  th e y  a r e  p r o v id in g  which w i l l  l ic lp  t o  promote a t t i t u d e s  o f  
value in  a d u l t  l i f e .  The d a t a  shou ld  h e lp  tnc s c h o o l  t o  a s s e s s  p r o v i s i o n  under 
*..o fo l lo w in g  h e a d in g s :
( 1 ) Hew e x t e n s i v e  i s  th e  p r o v i s i o n  t o  promote s e l f  r e l i a n c e ,  c o o p e r a t io n  with
o th e r s  and aw areness  o f  s u rro u n d in g s  and s i t u a t i o n ?
( 2 )  Poos p r o v i s i o n  tond t o  bo c o n c e n t r a t e d  in  p a r t i c u l a r  s u b j e c t s ?
( 3) How e f f e c t i v e  i s  th e  p r o v i s i o n ?
( 4 ) Do a l l  p .upils  have espial a c c e s s  t o  th e  p r e v i s i o n ?
r a o v i m o H  f o r  s c h o o l / i h e x t r y  L i : n a  ; : t  . . .  s u a n  c t
T: . d a ta  sh o u ld  a l e r t  th e  er.h«—* t o  the  r ■ ru n  and e x t e n t  o f  p r o v i s i o n  o f  d i r e c t  
« - . n e r . e e  cr.d c l u i s r o .  . a ; . : .  • i h r e :  a th e  s u b j e c t s  - n i  o f f e r  g u id a n ce  on th e
follcwir.g  q u e s t io n s
( 1 ) Are the  o p p o r t u n i t i e s  f o r  kr. : .:1 ■ i, e o f  in d u s t r y  through th e  s u b j e c t s  
a v a i l a b l e  t o  th o se  who need the ?
( 2 )  Are they  e f f e c t i v e l y  p lanned?
( 3 )  At*  the  o p p o r t u n i t i e s  a v a i l a b l e  through KC and KS known and communicated 
by th e  d e p a rtm e n ts?
(/,) How cun d e f i c i e n c i e s  ( i f  a n y )  I c  made good?
i . .  Kiovioic:.' bcr c a Hit r . ' . : b--v : cE i .-s .c’j :;:: the su bject
d a ta  sh ou ld  a l lo w  th e  s c h o o l  t o  c o n s i d e r  th e  n a tu re  and e f f e c t i v e n e s s  o f  l i n k s  
on c a r e e r s  guid ance  p ro v id ed  through t! s u b j e c t s ,  th e  programme f o r  c a r e e r s  
c a t i o n  and c u r r i c u l a r  c h o i c e .  The d a l . .  shou ld  pro vid e  guidance on .ho fo l l o w in g
r ie n t io r .s :
( 1 )  Does th e  e v id e n c e  i n d i c a t e  t ’. 1 s u b j e c t  d o p a rt iv in ts  ( p a r t i c u l a r l y  t r o t s  
" i t h  s t r o n g  v o c a t i o n a l  l i n k s  c r  e s s e n t i a l  t o  p a r t i c u l a r  q u a l i i i c a t i c n s )  p la y  
an e f f e c t i v e  p a r t  i n  h e l p i n g  p u p i l s  choose  o p t io n s  a t  3rd y e a r  s t a g e ?
( 2 )  How e f f e c t i v e l y  i s  c a r e e - s  guid ance  o f f e r e d  through i n d i v i d u a l  s u b j e c t
d e p a rtm e n ts?  Docs i t  t :b :c  p la c e  'w i t h in  e a r s h o t '  o f  g e n e r a l  c a r e e r s  guidance 
programmes?
lv o v i . - ](•:.' I'/IML' i :v: j :j w d  ouiv.i d b
planned e r . p c n e n c e c  wi 
1 :, • p a r t i c i p a t i o n  a s  a 
; a b j e c t  d epartm ent:;  or
( 1 ) '2° tjr» r . j . i . ii .»4-
formal t e a c h : n c  h e lp  
' t h e i r  need s?
( 2 ) Do- I n .  r ,r r . — i .i
p u p i ls  *16" P ' i i c i p a t e
t h i n  and o u ts id e  th  
f u n c t i o n i n g  member 
c u l l  pro v id e  r e  up or. 
£ o
.... ........ -o. opportun
To promote p u p i l s '
e c u rr ic u lu m  can h e lp  to  promote 
o f  th e  s o c i e t y  o f  s c h o o l .  L a ta  
sol t o  the f c l l o . ; i r . j  q u e s t i o n s :
i t i e s  w i th in  the c u r r ic u lu m  cut 
u n d e rs ta n d in g  o f  s o c i e t y  a c c o r d .
M t M t
TTi ~th e l i f e  o f
c u r r i c u l a r  a c t i v i t i e s  
ho s oo l  o u ts id e  the
e n c c u r a jo  a l  
c la s s ro o m ?
f:
( 2 )  How can d e f i c i e n c i e s  ( i f to  male good?
om
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HtOCkliSING : SUGC1UTHD GIRATECIli!
INSTRUMENT W3 ( d a t a  f o r  c a r e e r s  e d u ca t io n  c o o r d in a t io n )
NB The c h e c k l i s t  i s  in te n d e d  t o  fo c u s  the  d i s c u s s i o n  and c o l l e c t i v e  t h i n k i n g  
o f  a l l  th o se  in v o lv e d  i n  p ro v id in g  a  c a r e e r s  e d u c a t io n  and v o c a t io n a l  g u id an ce  
programme in  w hatever form w ith in  th e  s c h o o l .  I t  i s  a l s o  designed t o  prompt tho se  
involved i n t o  a s u b j e c t i v e  though p r o f e s s i o n a l  judgment o f  the e f f e c t i v e n e s s  o f  
the p r o v is io n .  Hie d a ta  should y i e l d  guidance on th e  fo l lo w in g  q u e s t io n s :
1. CAREERS EDUCATION/VOCATIONAL GUIDANCE STRUCTURE
( 1 )  I s  th e  team s a t i s f i e d  t h a t  the p r o v i s i o n  f o r  c a r e e r s  e d u ca tio n  r e a c h e s  
s u f f i c i e n t  p u p i l s ,  a t  a p p r o p r ia te  s t a g e s ,  u s i n g  a p p ro p ria te  s t a f f  and t im e ?
( 2 )  I s  the team s a t i s f i e d  w ith  th e  q u a l i t y  o f  the p ro v is io n ?
( 3) How e f f e c t i v e l y  docs the  s t r u c t u r e  meet in d iv id u a l  and group need s  by 
a p p r o p r ia te  methods and in v o lv e  a p p r o p r ia te  a g e n c ie s  o u ts id e  th e  s c h o o l?
2 .  SCHOOL/lNDUSTRY LINKS:
( 1 ) I s  th e  team s a t i s f i e d  w ith  the e x t e n t  o f  p u p ils  d i r e c t  c o n t a c t  w i th  
indus try/employment/fu r th e  r  e d u c a t i  on?
( 2 )  I s  the  team s a t i s f i e d  w ith  the e f f e c t i v e n e s s  o f  such c o n t a c t s ?
3. CAREERS GUIDANCE
( 1 ) I s  the  p r o v i s i o n  f o r  s e l f  assessm ent by p u p ils  a p p ro p r ia te  and e f f e c t i v e ?
( 2 )  Does the  co u rse  make a p p r o p r ia te  and e f f e c t i v e  p ro v is io n  f o r  p u p i l s  t o  
understand  working l i f e ?
( 3 )  How e f f e c t i v e  i s  th e  o r g a n is a t i o n  o f  c a r e e r  in fo rm a tio n  and the ways in  
which p u p i ls  have a c c e s s  t o  i t ?
( 4 ) How e f f e c t i v e  i s  th e  p r o v is io n  t o  in tro d u c e  p u p ils  t o  the  i m p l i c a t i o n s  o f  
v a r io u s  working environm ents?
( 5 )  How e f f e c t i v e  i s  th e  p r o v is io n  t o  h e lp  p u p i ls  cope with p o s s i b l e  i n t e r v a l s  
between employment?
( b )  How e f f e c t i v e  i s  th e  p r o v is io n  f o r  p u p i l  un derstand ing  o f  c o n t in u in g  
e d u ca t io n  o p p o r t u n i t ie s ?
(7) Ib full and appropriate use made of the careers service?
4 .  PARENTAL INVOLVfcMQJT
Does th e  n a tu re  and e x t e n t  o f  p a r e n t a l  in volvem ent meet th e  o b je c t i v e s  o f  the  
c a r e e r s  e d u ca t io n  programme and th e  needs o f  p u p i l s ?
ACTION: I d e n t i f y  under each  s e c t i o n  p o in ts  o f  growth and/or concern  and a l e r t
s e n io r  management t o  m a jor  n e ed s .
M6\ -
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PROCESSING: SUGGESTED STRATEGIES
INSTRUMENT 51 ( d a ta  from management and p a s to r a l  team s)
NB The c h e c k l i s t  i s  in te n d e d  t o  fo cu s  th e  d is c u s s io n  and c o l l e c t i v e  th in k in g  
o f s e n io r  management and p a s to r a l  team s ab ou t th e  p r e p a r a t io n  o f  p u p ils  to  under­
stand and ta k e  a  f u l l  p a r t  in  a d u lt  s o c i e t y .  Some s c h o o ls  have found i t  e f f e c t i v e  
to  ask each  team  t o  respond  t o  q u e s tio n s  s e p a r a te ly  and th e n  to  c o n s id e r  them 
c o lfe c t iv e ly . Ttie s c h o o l may need  t o  c o n s id e r  s u b je c t  d ep artm en t re sp o n se s  to  
paper W2/S2 in  c o n ju n c t io n  w ith  t h i s  p ap er. The d a ta  sh ou ld  y i e l d  guidance on the 
fo llo w in g  q u e s t io n s :
1. SCHOOL POLICY:
( 1 ) I s  th e r e  a c o h e re n t p o l i c y  to  p rep are  p u p ils  f o r  modern s o c ie t y  and i s  th e r e  
means to  com m unicate and c o o rd in a te  e f f o r t s  w ith in  and o u ts id e  form al te a c h in g ?
( 2 )  How i s  i t  a s s e s s e d  and m o d ified  a s  re q u ire d ?
2 . STRUCTURAL PARTICIPATION OF FUPILS IN THE SCHOOL
Are th e  fo rm al means o f  in v o lv in g  p u p ils  in  th e  l i f e  o f  th e  sch o o l s u f f i c i e n t  
and e f f e c t i v e ?
3 . PARTICIPATION OF PUPILS THROUGH EDUCATIONAL ACTIVITIES
Does th e  e x t e n t  and b a la n c e  o f  e d u c a tio n a l e x te n s io n  a c t i v i t i e s  meet p u p i ls ' 
needs e f f e c t i v e l y ?
4 .  INVOLVEMENT OF PUPILS IN THE COMMUNITY
I s  th e  range and ty p e  o f  o u tre a ch  by th e  s c h o o l i n t o  th e  community a p p ro p ria te  
to  th e  need s o f  p u p ils ?
5 . PARENTAL INVOLVEMENT
I s  th e  p ro v is io n  f o r  p a r e n ta l  involvem ent in  th e  s c h o o l a p p r o p r ia te  in  i t s  e x te n t  
and e f f e c t i v e n e s s ?
6 .  GOVERNORS
Are th e  g o v ern o rs  u n d e rta k in g  an e f f e c t i v e  r o le  in  a  two-way con m u n ication s system  
between th e  s c h o o l and th e  s o c i e t y  i t  s e r v e s ?
ACTION: Compare th e  d a ta  drawn from th e  management and p a s t o r a l  team s, id e n t i f y  
s tr e n g th s  and growth p o in ts  a s  w e ll  as gaps and d e f i c i e n c i e s  a s  a b a s is  fo r  planned 
a c t i v i t y .
-^65-
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PROCESSING THE DATA: SUGGESTED STRATEGIES 
PAPER PI  ( t a k e n  f r o m  h e a d s  o f  s u b j e c t  d e p a r t m e n t s  and 
t h e  s e n i o r  m a na g e m e n t  on c u r r i c u l u m )
N . B .  T h i s  p a p e r  i s  i n t e n d e d  t o  r e f o c u s  t h e  s c h o o l ' s  d i s c u s s i o n  
and t h i n k i n g  o n t o  t h e  o r i g i n a l  c o n c e r n s  o f  c u r r i c u l u m  
r e a p p r a i s a l :  t h e  n a t u r e  and i n t e n t i o n s  o f  a b a l a n c e d
c u r r i c u l u m ,  o n  t h i s  o c c a s i o n  w i t h  p a r t i c u l a r  r e g a r d  t o  
t h e  p e r s o n a l  a nd  s o c i a l  d e v e l o p m e n t  o f  p u p i l s .  He ads  o f  
d e p a r t m e n t  may w i s h  t o  r e f e r  b a c k  t o  t h e i r  a n a l y s e s  u n d e r  
P a p e r s  E l  and E 2 .
P I  a t t e m p t s  t o  p r o v i d e  d a t a  by  w h i c h  wa y s  o f  p r o m o t i n g  s o c i a l  and 
p e r s o n a l  d e v e l o p m e n t  t h r o u g h  t h e  s u b j e c t  c u r r i c u l u m  ( a s  s e e n  b y  t h o s e  
m o s t  d i r e c t l y  c o n c e r n e d )  c a n  b e  c o m p a r e d  w i t h  t h e  v i e w s  o f  t h e  s e n i o r  
m a n a g e m e n t  t e a m  who e s t a b l i s h  t h e  f r a m e w o r k  and g e n e r a l  d i r e c t i o n  o f  
s c h o o l  p o l i c y  i n  t h i s  r e s p e c t .  I n  d i s c u s s i n g  t h e  two s e t s  o f  d a t a ,  
t h e  s c h o o l  may w i s h  t o  b e a r  i n  mi nd  t h e  f o l l o w i n g  p o i n t s  a b o u t  t h e  
q u e s t i o n s  p o s e d .
1 .  Has t h e  s c h o o l  r e a c h e d  an a c c e p t a b l e  d e f i n i t i o n  o f  a b a l a n c e d  
c u r r i c u l u m  ( o r  c u r r i c u l a )  f o r  t h e  r a n g e  o f  p u p i l  n e e d s ?  To 
w h a t  e x t e n t  i s  i t  u n d e r s t o o d  and i m p l e m e n t e d ?
2 .  I t  s h o u l d  b e  p o s s i b l e  t o  c o m p a r e  t h e  d i f f e r i n g  p e r c e p t i o n s  
o f  t h e  r e s t r i c t i o n s  t o  e x p e r i e n c e  i m p o se d  by  t h e  s t r u c t u r e  
o f  t h e  c u r r i c u l u m  a n d / o r  t i m e t a b l e .
3 .  A r e  t h e  p r o b l e m s  o f  p e r s o n a l  and s o c i a l  e t h i c s  r a i s e d  t h r o u g h  
t h e  s u b j e c t  d i s c i p l i n e s  a p p r o p r i a t e  i n  r a n g e  and t y p e ?
I t .  I f  i t  i s  a c c e p t e d  t h a t  a l l  p u p i l s  s h o u l d  h a v e  a c h a n c e  t o
' l e a r n  t h r o u g h  d o i n g '  t h r o u g h o u t  y e a r s  1 - 5 ,  d o e s  t h e  f r a m e wo r k  
e n c o u r a g e  i t ?  Does  d ay  t o  day t e a c h i n g  e n s u r e  t h a t  i t  h a p p e n s ?
5 .  I s  t h e r e  a g a p  b e t w e e n  i n t e n t i o n  and p r a c t i c e  i n  s t i m u l a t i n g  
c u r i o s i t y ,  i n v e n t i v e n e s s  and i m a g i n a t i o n ?  Where a r e  t h e  a r e a s  
o f  p r i o r i t y ?
6 .  I s  t h e r e  a l s o  a gap b e t w e e n  i n t e n t i o n  and p r a c t i c e  i n  p r o m o t i n g  
a c t i v e  p a r t i c i p a t i o n  i n  l e a r n i n g  by p u p i l s ?  Are  p e r c e p t i o n s  
o f  p o s s i b l e  s t r a t e g i e s  t o  a c h i e v e  t h e s e  e n d s  i n  t h e  c l a s s r o o m  
l i m i t e d ?  How c a n  t h e y  b e  e x t e n d e d ?
7 .  A r e  i d e a s  o f  ' i n d e p e n d e n t  w o r k '  l i m i t e d  t o  w o r k s h e e t s  and p r o j e c t s  
A r e  t h e  m e t h o d s  o f  some d e p a r t m e n t s  w o r t h  c o m m u n i c a t i n g  t o  
o t h e r s ?
8 .  I t  s h o u l d  b e  p o s s i b l e  t o  c o m p a r e  s c h o o l  p o l i c y  and i n t e n t i o n s  
w i t h  p r a c t i c e  i n  t h e  s u b j e c t  d e p a r t m e n t s .
9 .  I s  t h e  e x t e n t  and b a l a n c e  o f  c l u b s  and s o c i e t i e s  a p p r o p r i a t e ?
Do t h e y  c o m p l e m e n t  t h e  f o r m a l  c u r r i c u l u m ?  (NB S e n i o r  management  
may w i s h  t o  r e f e r  t o  t h e i r  e a r l i e r  r e s p o n s e  t o  S I  q u e s t i o n  3 . 6 ) .
1 0 .  T h e  v i e w s  o f  s u b j e c t  s p e c i a l i s t s  on t h e  r o l e  o f  f o r m / t u t o r  t i m e  
s h o u l d  make i n t e r e s t i n g  c o m p a r i s o n  w i t h  t h e  v i e w s  o f  s e n i o r  
m a n a g e m e n t .  I s  t h e  b r i e f  f o r  f o r m  t u t o r s  c l e a r  e n o u g h ?  Are 
t h e y  s e e n  a s  t h e  b r i d g e  b e t w e e n  t h e  f o r m a l  c u r r i c u l u m  and t h e  
n e e d s  o f  t h e  i n d i v i d u a l  p u p i l ?
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PROCESSING THE DATA: SUGGESTED STRATEGIES
PAPER P 2 .  ( d a t a  f r o m  p a s t o r a l  t e a m s  and f r o m  s e n i o r  mana ge me nt  
on p a s t o r a l  c a r e  and p e r s o n a l  r e l a t i o n s h i p s ) .
NB T h i s  p a p e r  i s  i n t e n d e d  t o  f o c u s  t h e  t e a c h i n g  and d i s c u s s i o n  o f  t h o s e  
i n v o l v e d  i n  t h e  c a r e  o f  p u p i l s  o u t s i d e  t h e  s t r u c t u r e  o f  t h e  s u b j e c t  
d e p a r t m e n t s .  I t  o f f e r s  an o p p o r t u n i t y  t o  c o m p a r e  t h e  v i e w s  o f  t h o s e  
who c o n c e i v e  t h e  g e n e r a l  p o l i c y  and f r a m e w o r k  f o r  s u c h  c a r e  w i t h  t h e  
p e r c e p t i o n s  and c o n c e r n s  o f  t h o s e  who o p e r a t e  w i t h i n  t h e  s t r u c t u r e .
I t  s h o u l d  o f f e r  e v i d e n c e  o n  how c l e a r l y  t h e  p o l i c y  i n t e n t i o n s  a r e  
u n d e r s t o o d  and a r e a s  o f  s t r e n g t h  and d i f f i c u l t y  i n  p u t t i r g  i t  i n t o  
p r a c t i c e .  T h e s e  c a n  p r o v i d e  t h e  b a s i s  f o r  f u r t h e r  d i s c u s s i o n  and 
p r a c t i c a l  p l a n n i n g  w i t h  t h e  w h o l e  s t a f f .
M o s t  o f  t h e  s e c t i o n s  o f  P a p e r  P2 p r o v i d e  i n d i c a t i o n s  t h e m s e l v e s  o f  how 
t h e  d a t a  c a n  b e  h a n d l e d .  H o w e v e r ,  i t  may b e  u s e f u l  t o  a s k  t h e  f o l l o w i n g  
q u e s t i o n s  o f  t h e  d a t e .
1 .  RELATIONSHIPS :
( 1 )  I s  t h e r e  a t e n d e n c y  t o  p u s h  p r o b l e m s  f u r t h e r  ' u p  t h e  l i n e '  
t o o  r a p i d l y ?  C o u l d  t h e y  b e  d e a l t  w i t h  mo r e  e f f e c t i v e l y  a t  
l o w e r  l e v e l s .
( 2 )  Whe re  d o e s  t h e  b a l a n c e  l i e  b e t w e e n  t h e  s u b j e c t  t e a c h i n g  and 
t h e  p a s t o r a l  s y s t e m  w i t h  r e g a r d  t o  d e v e l o p i n g  p o s i t i v e  a t t i t u d e  
t o  p e r s o n a l  b e h a v i o u r ?  I s  i t  a p p r o p r i a t e ?
( 3 )  D o es  s t a f f  d e v e l o p m e n t  f a l l  b e t w e e n  t o o  many s t o o l s ?
2 .  HEALTH:
Where  d o e s  t h e  b a l a n c e  o f  r e s p o n s i b i l i t y  l i e  b e t w e e n  t h e  p a s t o r a l  
and s u b j e c t  p r o v i s i o n ?  I s  i t  a p p r o p r i a t e  and ( w h e r e v e r  I t  l i e s )  
e f f e c t i v e l y  c o - o r d i n a t e d ?
3 .  GUIDANCE AND COUNSELLING:
Mo st  s y s t e m s  s e t  o u t  t o  o f f e r  a p r e v e n t a t i v e  s t r u c t u r e  w h i c h  s e e k s  
t o  i d e n t i f y  d i f f i c u l t i e s  e a r l y  and  o f f e r  a p p r o p r i a t e  s u p p o r t .  However 
m o s t  s y s t e m s  i n  p r a c t i c e  r e a c t  t o  c r i s e s .  What  i s  g e n e r a l l y  r e q u i r e d  
i s  a c o m b i n a t i o n  o f  t h e  t w o .  D o e s  t h e  s c h o o l ' s  own s y s t e m  a p p e a r  t o  
s e r v e  b o t h  t h e s e  c r i t e r i a  u n d e r  t h e  v a r i o u s  h e a d i n g s  i n  S e c t i o n  3? 
Where  do t h e  a r e a s  o f  g r e a t e s t  s t r e n g t h  and  w e a k n e s s  l i e ?  What a r e  
t he  p r i o r i t i e s  f o r  a c t i o n ?
U .  RECORDS
How e f f e c t i v e l y  d o e s  t h e  s c h o o l  b a l a n c e  t h e  n e e d  t o  r e t a i n  i n f o r m a t i o n  
w i t h  e f f e c t i v e  a c c e s s  and u s e  w h i l s t  r e t a i n i n g  c o n f i d e n t i a l i t y .  Are 
t h e r e  t o o  many r e c o r d s  b e i n g  k e p t  by  d i f f e r e n t  i n t e r e s t e d  p a r t i e s ?  
C o u l d  t h e y  b e  r e a t i o n a l i s e d  and s i m p l i f i e d ?  Do t h e y  o f f e r  an e f f e c t i  
p r o f i l e  o f  i n d i v i d u a l  p u p i l s '  c a p a b i l i t i e s ?
5 .  PASTORAL/ACADEMIC LINKS
( 1 )  How do t h e  p a s t o r a l  t e a m s  ( t h e m s e l v e s  made up o f  s u b j e c t  
t e a c h e r s )  v i e w  t h e  l i n k s  b e t w e e n  t h e  p a s t o r a l  and a c a d e m i c  
o r g a n i s a t i o n s  Do t h e  v i e w s  a c c o r d  w i t h  t h e  p l a n n e d  
i n t e r c o n n e c t i o n .
( 2 )  T h e  p o l i c y  f o r  a s s e s s m e n t  a d o p t e d  b y  t h e  s c h o o l  s h o u l d  
I n d i c a t e  g i f t e d n e s s  and h i g h  l e v e l s  o f  a c h i e v e m e n t  ( n o t  
e x c l u s i v e l y  a c a d e m i c ) .  A r e  t h e  me a ns  o f  s u p p o r t  o f  s u c h  
p u p i l s  e f f e c t i v e ?
( 3 )  T h e  W a r n o c k  R e p o r t  d i s t i n g u i s h e d  a r a n g e  o f  p u p i l s  w i t h  
s p e c i a l  n e e d s  w h i c h  c o u l d  amount  t o  207.  o f  a n y  y e a r  g r o u p s .  
How w e l l  d o e s  t h e  s c h o o l  i d e n t i f y  t h e s e  p u p i l s  and r e s p o n d  
t o  t h e i r  n e e d s ?
JB -'173-

EDUCATION COMMITTEE
1 .  CURRICULUM 1 1 - 1 6
2 .  CURRICULUM REAPPRAISAL CROUP STAGE I I
3 .  PROGRESS REPORT NO 1 SEPTEMBER 1 9 8 0
1 .  I n t r o t l u . -  L i o n  T h e  scho«- ' ’ j  t  p r e s e n t  i n v o l v e d  i n  t h e  R e a p p r a i s a l  
p r o j e c t  a r e : -
C o u n t y  H i g h  S c h o o l
RC ( S p e c i a l  A g r e e m e n t )  Hi gh  S c h o o l  
C o u n t y  C o m p r e h e n s i v e  
RC ( A i d e d )  Hi gh S c h o o l  
C o u n t y  Hi gh S c h o o l  
Hi gh S c h o o l  
C o u n t y  Hi gh S c h o o l
The  P r o j e c t  b e i n g  u n d e r t a k e n  by t h e s e  s c h o o l s  h a s  d e v e l o p e d  f r o m  t h e  w o r k  
o f  7 s c h o o l s  l i n k e d  t o  t h e  C u r r i c u l u m  1 1 - 1 6  N a t i o n a l  p r o j e c t .
2 .  Means o f  A p p r a i s a l
T he  p a p e r s  d e v e l o p e d  by t h e  f i r s t  s t a g e  s c h o o l s  h av e  b e e n  a d a p t e d  i n  t h e  
l i g h t  o f  t h e i r  e x p e r i e n c e  and t h e s e  m o d i f i e d  p a p e r s  a r e  now b e i n g  
u s e d  by  t h e  s e c o n d  g r o u p  o f  s c h o o l s .  I t  h a s  a l w a y s  b e e n  t h e  i n t e n t i o n  
t h a t  t h i s  p r o c e s s  o f  r e a p p r a i s a l  s h o u l d  be f l e x i b l e  and  i t  i s  ho ped  
t h a t  t h e  s e c o n d  g r o u p  o f  s c h o o l s  w i l l  h e l p  t o  add t o  o r  r e f i n e  t h e  
p a p e r s  a s  t h e i r  wor k  p r o g r e s s e s .
3 .  P r o g r e s s  t o  d a t e
One o f  t h e  d i f f e r e n c e s  b e t w e e n  t h e  p r o c e s s  a s  u s e d  i n  t he  1 s t  s t a g e  
s c h o o l s  and t h e  2nd s t a g e  s c h o o l s  i s  t h a t  t h e  p r e s e n t  g r o up  o f  s c h o o l s ,  
w h i l s t  a l l  u s i n g  t h e  same p r o c e s s ,  w i l l  n o t  a t t e m p t  t o  k e e p  t o  t h e  
same t i m e  s c a l e .  E ac h  s c h o o l  h a s  s t a r t e d  a t  a d i f f e r e n t  t i m e  and 
t h e r e f o r e  e a c h  w i l l  r e a c h  t h e  s e p a r a t e  s e c t i o n s  o f  t h e  r e a p p r a i s a l  a t  
d i f f e r i n g  t i m e s .  W h i l s t  t h i s  h a s  o b v i o u s  d i s a d v a n t a g e s  i t  i s  n e v e r t h e l e s s  
h o p e d  t h a t  d i s c u s s i o n  and h e l p  a c r o s s  t h e  s c h o o l s  c a n  be s t i m u l a t e d  
by t h e s e  d i f f e r i n g  p a t t e r n s  and  e m p h a s e s .
U .  He ads  o f  D e p a r t m e n t  M e e t i n g s
One o f  t h e  g r e a t  a d v a n t a g e s  i n  t h e  p r o c e s s  s e e n  by t h e  1 s t  s t a g e  
s c h o o l s  was t h e  s e r i e s  o f  m e e t i n g s  a c r o s s  t h e  s c h o o l s .  U n f o r t u n a t e l y ,  
t h i s  h a s  had t o  be l i m i t e d  t o  He ads  o f  D e p a r t m e n t ,  b u t  i t  h a s  a l w a y s  b e e n  
t h e  i n t e n t i o n  t h a t  Heads  o f  D e p a r t m e n t  s h o u l d  r e t u r n  f r o m  t h e s e  m e e t i n g s  
t o  s h a r e  t h e  i d e a s  and d i s c u s s i o n  w i t h  t h e i r  own d e p a r t m e n t s .
To d a t e  t h e r e  h a s  b e e n  o n e  s e r i e s  o f  t h e s e  m e e t i n g s  when i t  was p o s s i b l e  
f o r  t h e  s c h o o l s  I n v o l v e d  t o  s h a r e  t he  p r o g r e s s  and p r o c e d u r e s  a d o p t e d  b l ­
e a c h  s c h o o l .  I t  was a g r e e d  a t  t h e s e  m e e t i n g s  t h a t  t h e  a n a l y s i s  a t  
p r e s e n t  b e i n g  u n d e r t a k e n  c o u l d  be s h a r e d  by a l l  s c h o o l s  t o w a r d s  t h e  end 
o f  t h i s  t e r m .  I t  was a g r e e d  t h e r e f o r e ,  t h a t  a n y  d o c u m e n t a t i o n ,  a t  
w h a t e v e r  s t a g e  o f  p r o g r e s s ,  s h o u l d  be c i r c u l a t e d  among d e p a r t m e n t s  
t o w a r d s  t h e  e n d  o f  O c t o b e r .  I n  t h i s  way i t  i s  hoped t h a t  a l l  members 
of staff  will be a b l e  to s h a r e  ideas from school to school.
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5. Assessment
A mo st  i m p o r t a n t  m r -  r  t h e  a n a l y s i s  I s  t h a t  o f  a s s e s s m e n t .  A w o r k i n g  p a p e r
w i l l  be  c u m u l a t e d  t o  a l l  s t a f f  d u r i n g  t h e  Autumn t e r m  and t h i s ,  t o g e t h e r
w i t h  o t h e r  p a p e r s  s p e c i f i c  t o  i n d i v «  d i s c i p l i n e s ,  w i l l  ,  i t  i s  h o pe d ,
h e l p  t o  s t i m u l a t e  t h i s  p a r t  o f  t h e  a n a l y s i s . T h e  f i r s t  s t a g e  s c h o o l s  we r e
a b l e  t o  make  a s t a r t  o n  t i l l s  a s p e c t  b u t  t h e  s e c o n d  s t a g e  s c h o o l s  a r e  t h e  o n e s  t o
t a k e  t h i s  p a r t  o f  t h e  p r o c e s s  f o r w a r d  a nd  i t  i s  h o pe d  t h a t  t h e y  w i l l  be a b l e
t o  make a s i g n i f i c a n t  c o n t r i b u t i o n .
6 .  N a t i o n a l  1 ' r o j e c t  and P u b l i c a t i o n
The  f i r s t  p h a s e  o f  t h e  n a t i o n a l  p r o j e c t  i s  now b e i n g  drawn t o g e t h e r  i n  a 
p u b l i c a t i o n  w h i c h  s h o u l d  be  r e a d y  f o r  J a n u a r y  1 9 8 1 .  The  s e c o n d  p h a s e  o f  t h e  
n a t i o n a l  p r o j e c t ,  w h i c h  w i l l  i n v o l v e  t h e  s e c o n d  s t a g e  o f  s c h o o l s ,
w i l l  h a v e  a s s e s s m e n t  a s  o n e  o f  i t  m a j o r  t h e m e s .  I t  wou ld  be a d v a n t a g e o u s  
t h e r e f o r e  i f  a l l  t h e  s c h o o l s  c o u l d  u n d e r t a k e  t h i s  p a r t  o f  t h e  r e a p p r a i s a l  f r o m  
t h e  s e c o n d  h a l f  o f  t h i s  t e r m  o n w a r d s .  F u r t h e r  m e e t i n g s  o f  He ads  o f  D e p a r t m e n t s  
w i l l  be  h e l d  l a t e r  t h i s  t e r m  t o  d i s c u s s  wha t  e a c h  s c h o o l  i s  d o i n g  and how 
f u t u r e  J o i n t  p r o g r e s s  c a n  be p l a n n e d .
7 .  __________P u b l  i c a  t l o n
The  p r o c e s s  o f  r e a p p r a i s a l  u n d e r t a k e n  i n  a nd  t he  e x p e r i e n c e  o f  t h e
f i r s t  s t a g e  s c h o o l s  i s  i n  p r o c e s s  o f  b e i n g  c o m p i l e d  a s  a p u b l i c a t i o n ,  w h i c h ,  
when r e a d y ,  w i l l  be a v a i l a b l e  f o r  s t a f f  t o  s e e .  I t  w i l l  be i n  a f o r m a t  
t h a t  c a n  be  a d a p t e d  and s u p p l e m e n t e d  b y  t h e  work o f  t h e  s e c o n d  s t a g e .
8 .  I n  House  C o n f e r e n c e s
As p a r t  o f  t h e  p r o c e s s  a l l  s c h o o l s  w i l l  be h a v i n g  o n e - d a y  c o n f e r e n c e s .  T h e  
m a t t e r s  f o r  d i s c u s s i o n  o n  t h o s e  d a y s  w i l l  r e f l e c t  t h e  s c h o o l ' s  own p a r t i c u l a r  
c o n c e r n s  b u t  i t  i s  i m p o r t a n t  t h a t  t h e s e  d a y s  a r e  u s e d  a s  o p p o r t u n i t i e s  f o r  
s t a f f  t o  d i s c u s s  c r o s s - c u r r i c u l u m  c o n c e r n s .
9 .  R e s e a r c h  P r o j e c t
The r e s e a r c h  p r o j e c t ,  a p p r o v e d  by t h e  D e p a r t m e n t  o f  E d u c a t i o n  and S c i e n c e ,  
i s  c e n t r e d  a t  t h e  N . W . E . M . C .  The  two r e s e a r c h  o f f i c e r s ,  D a v i d  H a l p i n  and R os e m ar y  
C a n n a d i n e ,  h a v e  a l r e a d y  v i s i t e d  t h e  s c h o o l s  i n  t h e  s e c o n d  s t a g e  and a r e  w o r k i n g  
c l o s e l y  w i t h  two o f  t h o s e  s c h o o l s .  T h e i r  t a s k  w i l l  be t o  l o o k  f o r  m a t e r i a l  
f r o m  1 s t  a n d  2nd s t a g e  s c h o o l s  w h i c h  w i l l  t h r o w  l i g h t  on t h e  c o n d i t i o n s  
n e c e s s a r y  f o r  c u r r i c u l u m  r e v i e w  a n d  r e n e w a l ,  c o m m u n i c a t i o n  and  d e c i s i o n  m a k i n g  
i n  s c h o o l s ,  t h e  i m p l i c a t i o n s  f o r  r e s o u r c e s  and  p o i n t e r s  f o r  s c h o o l - f o c u s s e d  
i n - s e r v i c e  e d u c a t i o n  f o r  t e a c h e r s .
1 0 .  C o n c l u s i o n
S i n c e  t h e  b e g i n n i n g  o f  t h e  p r o j e c t  i n  197 7  t h e  s e c o n d a r y  s c h o o l  c u r r i c u l u m  
h a s  b e e n  a t  t h e  c e n t r e  o f  much n a t i o n a l  d e b a t e  and c o n c e r n .  W i t h  s u c h  i s s u e s  
a s  f a l l i n g  r o l l s ,  16+ Common S y s t e m  o f  E x a m i n i n g ,  HMI d o c u m e n t s  -  A s p e c t s  
o f  S e c o n d a r y  E d u c a t i o n  and A Vi ew o f  t h e  C u r r i c u l u m ,  and t h e  g o v e r nm e nt  
s t a t e m e n t  F ra me wo rk  f o r  t h e  C u r r i c u l u m ,  a l l  o f  i n r n e d l a t e  and f u t u r e  
i m p o r t a n c e ,  i t  I s  v i t a l  t h a t  t h e  v o i c e  o f  t h e  p r a c t i s i n g  t e a c h e r  s h o u l d  be 
h e a r d  i n  t h i s  n a t i o n a l  d e b a t e .
->(? 5-
The wo r k  b e i n g  d o n e  i n  r e a p p r a i s a l  i n  t h e  
p a r t  o f  w h a t  c a n  be  s a i d  o n  t h e s e  i s s u e s ,  
t o  He ads  and a l l  memb er s  o f  s t a f f  f o r  t h e  
w i l l i n g n e s s  t o  c o - o p e r a t e  a n d  s h a r e  t h e i r
___________ s c h o o l s  w i l l  f o r m  a n  i m p o r t a n t
The p r o j e c t  t e a m  a r e  m os t  g r a t e f u l  
wor k  b e i n g  d o n e ,  and f o r  t h e i r  
i d e a s  and d i s c u s s i o n s .
_  ,  S e n i o r  A d v i s e r  
_  ___  A s s i s t a n t  D i r e c t o r
_ _ _t _ ~ h . m . i .
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